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Introduction 


The substantive content of this text reflects many components of the BA (Hons) Childhood and 
Youth Studies degree programme offered at the University of Bedfordshire that aims to provide a 
sound knowledge and understanding of both the scholarly inter-disciplinary study of childhood and 
youth and, the multi-agency practice of professionals who serve the needs of children and their fam- 
ilies such as teachers, social workers and health visitors. These broad aims have been translated into 
the following strands of approaches to childhood and youth for the purpose of structuring this text: 


@ Social and cultural perspectives of childhood and youth; 
@ Childhood and youth development; 

@ Difference, diversity and multi-disciplinary perspectives; 
@ Researching childhood and youth. 


Learning objectives and a summary of key points are featured at the beginning and end of each 
chapter, respectively, which enable you to identify the key concepts and themes incorporated within 
each. A range of approaches to teaching and learning about childhood and youth are embedded 
throughout this text as each chapter invites you to undertake focused, reflective activities that sup- 
port the theoretical and conceptual underpinnings introduced. This enables you to practise, develop 
and acquire a number of cognitive abilities and practical skills which include: interpreting and evalu- 
ating evidence, assessing the strengths and weaknesses of rival theories and explanations, making 
informed and reasoned argument, perceiving the complex nature of diverse childhood and youth sit- 
uations, accessing and synthesising information from different sources and being able to reflect 
upon and articulate your own learning experiences in order to become a more effective practitioner. 
Questions are raised to challenge your thinking and encourage you to enter into discussion and 
debate with colleagues, tutors and professionals working in a range of fields so that different views 
and perspectives can both be voiced and heard. 


Multi-agency working is at the heart of the government's ten-year strategy to re-design children and 
young people's services. In 2004, the Children’s National Service Framework (NSF) was introduced to 
tackle child poverty and inequality in order to improve the lives of all children and families. The 
tragic and untimely death of Victoria Climbié (www.everychildmatters.gov.uk) served as the catalyst 
for a radical shift in thinking about children’s health and social care services and, of how services 
could be better designed and delivered around the needs of the child in an holistic way, as opposed 
to focusing more on the needs of organisations themselves. To reduce inequality and ensure that all 
children and young people gain access to the services they need, the government expects that by 
2014, the education, health and social care services will have successfully addressed the standards 
embedded within the NSF, as detailed below. The eleven standards are grouped into three cate- 
gories: Part | encompasses standards one to five that focus on the achievement of high quality 
service provision to all children and young people, their parents and carers; Part Il encompasses stan- 
dards six to ten that focus on children and young people, their parents and carers who have 
particular needs; Part III encompasses standard eleven that focuses on the particular needs and 
choices of women and their babies before or during pregnancy, throughout birth and during the 
first three months of parenthood. 
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The Children’s National Service Framework (NSF) Standards 


Standard 


Description of criteria 


Part | 
7 


Promoting Health and Well-being, Identifying Needs and Intervening Early: The 
health and well-being of all children and young people is promoted and delivered 
through a co-ordinated programme of action, including prevention and early 
intervention wherever possible, to ensure long term gain, led by the NHS in 
partnership with local authorities. 


Supporting Parenting: Parents or carers are enabled to receive the information, 
services and support which will help them to care for their children and equip them 
with the skills they need to ensure that their children have optimum life chances and 
are healthy and safe. 


Child, Young Person and Family-Centred Services: Children and young people and 
families receive high quality services that are co-ordinated around their individual 
and family needs and take account of their views. 


Growing up into Adulthood: All young people have access to age-appropriate 
services that are responsive to their specific needs as they grow into adulthood. 


Safeguarding and Promoting the Welfare of Children and Young People: All 
agencies work to prevent children suffering harm and to promote their welfare, 
provide them with the services they require to address their identified needs and 
safeguard children who are being or who are likely to be harmed. 


Part II 


10 


Children and Young People who are Ill: All children and young people who are ill, 
or thought to be ill, or injured will have timely access to appropriate advice and to 
effective services which address their health, social, educational and emotional 
needs throughout the period of their illness. 


Children and Young People in Hospital: Children and young people receive high 
quality, evidence-based hospital care, developed through clinical governance and 
delivered in appropriate settings. 


Disabled Children and Young People and Those with Complex Health Needs: 
Children and young people who are disabled or who have complex health needs 
receive co-ordinated, high quality child and family-centred services which are based 
on assessed needs, which promote social inclusion and, where possible, which 
enable them and their families to live ordinary lives. 


The Mental Health and Psychological Well-being of Children and Young People: 
All children and young people, from birth to their eighteenth birthday, who have 
mental health problems and disorders have access to timely, integrated, high 
quality, multi disciplinary mental health services to ensure effective assessment, 
treatment and support, for them, and their families. 


Medicines for Children and Young People: Children, young people, their parents or 
carers, and health care professionals in all settings make decisions about medicines 
based on sound information about risk and benefit. They have access to safe and 
effective medicines that are prescribed on the basis of the best available evidence. 
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11 


Maternity Services: Women have easy access to supportive, high quality maternity 
services, designed around their individual needs and those of their babies. 


(adapted from DfES/DoH (2004) National Service Framework for Children, Young People and Maternity 
Services: Executive Summary, DfES/DoH, pp 6-7) — for more information visit: http://www.dh.gov.uk/ 
PolicyAndGuidance/HealthAndSocialCareTopics/ChildrenServices/fs/en 
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The Children’s NSF necessarily has implications for those of you preparing to work within the 
Children’s Workforce. Following a period of consultation in 2004 the government introduced a 
Common Core framework of knowledge and skills that all professionals within the Children's 
Workforce should be able to demonstrate if they are to work effectively in multi-disciplinary teams 
with children, young people and their families. Appendix 1 identifies and positions the six areas of 
the Common Core of Skills and Knowledge. 

@ Effective communication and engagement with children, young people and families. 

@ Child and young person development. 

@ Safeguarding and promoting the welfare of the child. 

@ Supporting transitions. 

@ Multi-agency working. 

@ Sharing information. 


alongside the government's Every Child Matters and Youth Matters Outcomes Framework of: 


@ being healthy; 

@ staying safe; 

@ enjoying and achieving; 

@ making a positive contribution; 
@ achieving economic well-being. 


to guide you toward relevant source material that informs you of some expectations placed upon 
you as you prepare to work in a range of professional fields and services within the Children’s 
Workforce. 


The Common Core of Skills and Knowledge and the Every Child Matters and Youth Matters 
Outcomes Framework are embedded within the qualification structure for all those seeking to work 
with children, young people and their families e.g. Standards for the award of Qualified Teacher 
Status (QTS) effective from September 2007 (www.tda.gov.uk) have been revised to embrace the 
government's ten year strategy and vision. To ensure that you remain abreast of developments it is 
imperative that you adopt an approach of continuous professional development to your work by 
monitoring changes and initiatives to national and local policy and practice, on a regular basis via 
such websites as www.everychildmatters.gov.uk; www.info4local.gov.uk and those related more 
specifically to your own profession. 
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Part 1 
Social and cultural 
perspectives of 
childhood and youth 


1 Social constructions of 
childhood 


Will Coster 


Learning objectives 
By the end of this chapter you should be able to respond to the following questions: 


e Is it possible to have children without childhood? 

e Is childhood a modern invention? 

e Why does society construct childhood? 

e How does society construct modern childhood? 

e How do constructions of childhood differ? 

e What factors influence our current view of childhood? 


Introduction 


Each of us has experienced not one, but two childhoods: the first as a biological state of growth and 
development and the second as a social construction, which is to say as an institution that has been 
socially created. If this is true, then it follows that childhood is dependent on the nature of a society 
into which an individual is born and will vary from place to place and time to time. In the last half of 
the twentieth century a number of thinkers and writers in a variety of fields began to consider the 
ways in which this process of constructing childhood has been carried out, both in the past and 
today, and what the implications are for our experience of childhood and for current and future gen- 
erations of children. If we accept this thesis then it follows that we can understand childhood only if 
we comprehend how it has been formed and how it varies and changes. These themes are explored 
throughout this chapter. 


Children without childhood? 


If childhood is constructed then it must be possible for there to be children without childhood. The 
idea may seem extraordinary, but it is possible. We take it for granted in modern western societies 
that there is a state we call ‘childhood’. It is a commonplace of our language about the young and 
enshrined in law, both national and international, where special protection is offered to persons usu- 
ally under the age of 18. In part, such persons need these legal protections because they do not 
have the full rights of a citizen: the right to own property, to be a legal entity who can go before the 
courts and to participate in such events as elections. But what of societies where these rights were 
not given to all adults or even to none? In such a world the distinction between child and adult 
might seem less important. Such a view is dominant in a large part of the modern world where citi- 
zens have limited or no active rights in the accepted sense. 
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It is worth considering that this is also a good description of most societies in the past: even the rel- 
atively recent past. Democracy, in the accepted modern sense of participation in free elections, was 
extended to all women in Britain only as recently as 1928, and civil and legal rights have retained 
elements of a society run by men and by a small social elite until within a few decades of the present 
day. The very concept of human rights is also relatively recent in historical terms, dating largely from 
the late nineteenth century, and has been incorporated into British law only within the last two 
decades. As a result we should not be surprised if the extension of protection to children was not a 
major concern in most of our history. The very idea of children’s rights was not clearly formulated 
until the 1980s. With few rights for most citizens, the rights of the child, now so widely accepted, 
were hardly considered an important issue by anyone. 


This appreciation of the relatively recent changes in ideas about children raises a number of impor- 
tant issues. Most important of these is the suggestion that if the nature of childhood is linked to 
changes about the nature of rights for adults and children, it is possible that childhood as a state is 
a very recent construction. If that is the case perhaps then it is a mere ‘invention’, much as we have 
invented democracy, capitalism or even, some would argue, the motor car. It is this possibility that 
led a number of investigations into the past of childhood in the twentieth century. 


Children and rights 


Consider what rights modern children have in law under the following headings. 
@ What types of laws protect children today? 

@ What rights do adults have that children do not? 

e At what age do children begin to gain rights? 

@ At what age do they lose the protection that laws give them? 


Now consider how this makes childhood a different experience from adulthood. Do these differ- 
ences mark childhood from adulthood as a distinct and clearly defined state? 


The invention of childhood 


The issue of whether modern childhood is an invention began to occupy a number of historians 
from the 1960s onwards who, for the first time, began to seriously consider the history of children 
and childhood. The most important of these thinkers was the French medievalist Philippe Ariés 
whose investigations led him to state that in medieval society the idea of childhood did not exist 
(1962: 125). While infants had to be cared for by parents, nurses or servants, Ariés believed that the 
evidence suggested that once they were old enough partially to fend for themselves, children were 
simply treated as if they were smaller adults. Thus childhood, in the modern sense of a separate and 
protected state, did not exist. He argued it was not until the modern period that this idea of ‘child- 
hood’ came to be significant. 


At the time, this thesis was widely accepted and built upon, partly because it fitted with the prevail- 
ing view of the past, particularly the distant past, as a cruel and unpleasant place. In particular Lloyd 
de Mause in a survey of the development of childhood stated that the history of childhood is a 
nightmare from which we have only just begun to awaken. The further back in history one goes, the 
lower the level of child care, and the more likely children are to be killed, abandoned, beaten, ter- 
rorized, and sexually abused (1974: 2). Perhaps the most eminent historian of the family in this 
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period, Lawrence Stone (1977) added to this view by arguing that the very high mortality rates 
among children in the past until very recently meant that parents could not ‘invest emotional 
capital’ in their children. As a result, he argued, they did not show affection for their offspring and 
consequently avoided the worst emotional damage that such attachment would inevitably involve if 
or when the child died. 


It was not long before a number of historians began to challenge this view of attitudes to children 
and towards childhood as a state. Linda Pollock (1983) and Ralph Houlbrooke (1984) demonstrated 
comprehensively the abundance of evidence of affection for children and suffering at their loss by 
parents in the sixteenth and seventeenth centuries. Shulamith Shahar (1990) perhaps provided the 
best counter to the Ariés thesis by demonstrating just how distinct and important childhood was as 
a state in the Middle Ages. Ariés seems to have been largely unaware of just how much was written 
about children and their natures in the period and his argument revolved around assumptions about 
the depiction of children in medieval art, where they are usually shown as smaller versions of adults 
dressed in adult clothing. Such a view makes some sweeping assumptions about both art and soci- 
ety, and such depictions, even if accurately described, may reflect artistic convention and ability as 
much as social norms. 


However, this is not to say that the childhood that existed in the past was the same as modern child- 
hood: it clearly was not. The fact that different societies in different times have distinct ideas about 
childhood indicates the ways in which childhood is contingent on the nature of a society and that 
the idea of childhood can be changed and reconstructed over time. What is important is to under- 
stand what those conditions were, how they came about and what forces led to that construction. 


REFLECTIVE ACTIVITY 1.2 


The conditions of childhood in the past 


Read the following extract from an interview with John Birley from the Ashton Chronicle on 19 May 
1884, recalling the working conditions of his childhood. 


Our regular time was from five in the morning till nine or ten at night; and on Saturday, till 
eleven, and often twelve o'clock at night, and then we were sent to clean the machinery on 
the Sunday. No time was allowed for breakfast and no sitting for dinner and no time for tea. 
We went to the mill at five o'clock and worked till about eight or nine when they brought us 
our breakfast, which consisted of water-porridge, with oatcake in it and onions to flavour it. 
Dinner consisted of Derbyshire oatcakes cut into four pieces, and ranged into two stacks. One 
was buttered and the other treacled. By the side of the oatcake were cans of milk. We drank 
the milk and with the oatcake in our hand, we went back to work without sitting down. 


Now consider the following issues. 
@ Why might small children be useful in running an industrial cotton mill? 


@ What were likely to be the effects on a child of this life in terms of education, physical develop- 
ment and mental health? 


e Until the late nineteenth century most people accepted that this was a normal life for the chil- 
dren of the poor. How might they justify such attitudes? 


e Could such children be described as having a childhood in the modern sense? 
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Why childhood is constructed 


Examining the exploitation of child labour in the past is a reminder about why childhood might be 
constructed in a particular way. The key issue is who has to gain by regarding children from a per- 
spective that makes useful their employment for very little or no wages, just as some might wish to 
be able to exploit the labour of women and the poor in general. The origins of the idea of social 
constructionism lie in observations about how a minority who made up a ruling elite were able to 
contain and exploit a majority. This issue concerned Karl Marx who pointed to the importance of 
‘ideology’ as a force for maintaining the status quo. He and subsequent writers observed the ways in 
which a series of ideas that suited the aims of the ruling classes was spread and popularised among 
the population in general. They were often presented as ‘natural’, ‘fixed’ or ‘traditional’ even if they 
fitted circumstances that we know were relatively new or novel (Marx and Engels: 1970). 


In nineteenth-century Britain a series of laws was passed aimed at improving the working conditions 
of children. Most of these limited the hours which children could be forced or allowed to work, 
backed up by a series of inspections of workplaces. In a debate that resonates with modern argu- 
ments over the exploitation of labour in the developing world, a frequent reason for objecting to 
such acts was that industry could not function without child labour. Thus radical change to the 
exploitation of child labour was impossible without bringing down the British economy. Such a view 
suggests how the exploitation of children could be linked to an ideology that supported the status 
quo. There was also an attempt to enlist support from the parents of these children by arguing that 
they provided vital income for their families and that the children were gainfully occupied and thus 
made a useful part of society. It seems that many of the poor, who might struggle on the edge of 
economic survival, accepted these arguments. In Marxist terms they had absorbed the prevailing ide- 
ology. It might be added that the same ideology also gave them absolute authority over their 
children in a world where they had authority over very little else. 


In the formulation outlined by Antonio Gramsci, they had accepted the prevailing hegemony that pre- 
sented exploitation as ‘common sense’ (Gramsci, 1971). In the nineteenth century it was ‘common 
sense’ that children should be exploited, just as it was ‘common sense’ until the early years of that 
century to support the system of international slave trading and it remained ‘common sense’ to facili- 
tate the exclusion of women from political life and parts of education. As a result, the fight to change 
the law to protect children was a long and exhausting battle because the social reformers who tried 
to change this situation were struggling against what seemed to many obviously necessary. In such 
circumstances the eventual triumph of those who argued for reform seems all the more remarkable 
and can be understood only if we appreciate how ideologies are developed and constructed. 


REFLECTIVE ACTIVITY 1. 3 


Law and labour 
Look at the list of some of the legislation passed in nineteenth-century Britain concerning child labour. 


1802 The Health and Morals of Apprentices Act limited work of children in textile mills to 12 hours 
per day, prohibited night work and set minimum standards of accommodation; some elemen- 
tary education was to be provided. 


1819 The Cotton Mills and Factories Act prohibited children under nine years of age from working 
in cotton mills and restricted those over nine to a 12-hour day. 


1825 The Cotton Mills and Factories Act limited the hours of children under 16 years to 12 per day 
between 5:00 a.m. and 8:00 p.m., with half an hour off for breakfast and one hour off for lunch. 


1831 The Cotton Factories and Mills Act limited the working day of people under 18 years to 12 
hours per day, and no more than nine hours on a Saturday. 
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REFLECTIVE ACTIVITY 1. 3 continued 


1833 The Mills and Factories Act (Althorp’s Act) provided for younger children to attend school for 
at least two hours on six days a week, and holidays for children and young persons were to 
be all day on Christmas Day and Good Friday, and eight other half days. 


1834 The Chimney Sweeps Act forbade the apprenticing of boys under ten years, and the employ- 
ment of children under 14 in chimney sweeping (unless they were apprenticed or on trial). 


1840 The Chimney Sweeps Act prohibited any child under 16 years of age from being apprenticed, and 
any person under 21 being compelled or knowingly allowed to ascend or descend a chimney. 


1842 The Mines and Collieries Act prohibited the employment underground of women and children 
under ten in mines and collieries, 


1844 The Labour in Factories Act reduced the age at which children could be employed from nine 
to eight years. 


1847 The Hours of Labour of Young Persons and Females in Factories Act (Ten Hours Act) reduced 
the permitted maximum hours of work for women and children to ten hours per day and 58 
hours in any one week. 


1872 The Metalliferous Mines Regulation Act prohibited employment in mines of all girls, women 
and boys under 12 years of age; introduced powers to appoint inspectors of mines; and set 
out rules regarding ventilation, blasting and machinery. 


1874 The Factory Act raised the minimum working age to nine; limited the working day for women 
and young people to ten hours in textile industry, to be between 6:00 a.m. and 6:00 p.m.; 
and reduced the working week to 561/2 hours. 


Consider the following issues: 

@ On which industries would these changes have had the most impact? 

e How did the ages at which children could be employed change between 1802 and 1874? 

e How did the hours they could legally be employed change? 

e How much do you think this would have improved the experience of childhood in this period? 


Consider what arguments might be used in support of these changes. 


How childhood is constructed 


If we accept that childhood is a social construction we have to consider how it is assembled. The 
term ‘social constructionism’ derives from the work of Peter L. Berger and Thomas Luckmann (1967). 
Building on the ideas of Marxist thinkers they investigated the ways in which individuals and social 
groups participate in the creation of the reality they perceive around them. This is often carried out 
by a complex process by which ideas are originated, spread throughout society, become accepted 
and institutionalised, and rapidly move to be seen as traditional and therefore unchangeable. 


However, it would be a mistake to assume that the construction of childhood is necessarily a prede- 
termined lie that has been carefully pushed onto an unwilling society. Even where new or changing 
circumstances force a significant change or re-construction of the idea of childhood, they often 
utilise existing ideological building blocks in social conventions and wider ideologies such as family 
structures and religious thinking. 
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There is no better example than the Industrial Revolution in Britain that, between about 1750 and 
1800, necessitated a rapid move to organised child labour in large factories and mines over a rela- 
tively short period. Contrary to some assumptions about the pre-industrial past it was not some rural 
idyll in which children lived in happy extended families playing carefree in fields. We know from the 
tragic child deaths in coroners’ records from the late medieval period that boys as young as five 
were often with their fathers working in agriculture or in small-scale industry such as mining and 
workshops. Girls in contrast tended to stay with their mothers but the prevalence of domestic 
tragedies suggests they were already helping in and around the house at a fairly young age. Perhaps 
more surprisingly it was extremely common for children as young as seven to be sent away from 
their parents. Perhaps two-thirds left their family homes to act as domestic servants, labourers and 
apprentices. It was relatively easy then to move from a system by which children were sent to live 
with employers to one where they were placed in factories or mines. 


Many were also prepared to accept these circumstances because they were disposed towards the 
necessity and even the rightness of these lives for children by their prevailing religious ideology. 
Christianity has within it a strong tendency to depict children as likely to do wrong or even as being 
intrinsically evil. This is exemplified in the theological concept of ‘original sin’ that, since it was out- 
lined by St Augustine in the early Middle Ages, has dominated the understanding of human nature 
(St Augustine, 2004). The argument goes that because of the ‘fall of man’ we are all born into sin. 
Sin and wrong-doing is ‘natural’. It is only a step from this view to one that argues that children 
must be controlled, watched, punished and corrected, and this view may have underpinned much of 
the harsh treatment of children that has prevailed until relatively recently. It is also true that it pro- 
vided an incentive to keep children occupied. If ‘the Devil makes work for idle hands’ as the saying 
has it, then an obvious solution is to ensure they are not idle. What better means to achieve that 
than to place them in employment that filled their waking hours? 


REFLECTIVE ACTIVITY 1.4 


Time in childhood 


Think about your own childhood and consider the following issues. 

@ What is your earliest childhood memory and why do you remember it? 

@ What event or memory do you think of as summarising your own childhood? 

e At what age did your childhood end and what event? 

e Do you think childhood has been getting shorter or longer since you became an adult? 


Now look back over the historical evidence so far. How different do you think childhood would have 
been in the past and would it have been a longer or shorter period within an individual's life? 


Different constructions of childhood 


It would be wrong to give the impression that religious ideas gave only a negative view of children. 
Christianity is no exception to the rule that religions tend to be complex, and contain within them 
tensions and sometimes contradictory pressures. Beside the view of children as potential sinners 
there has also been a powerful image that depicts them as innocents. It is no coincidence that from 
the late Middle Ages depictions of angels, particularly cherubs, showed the faces of young children. 
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Thus the contradiction that some commentators have noticed in more recent attitudes to childhood 
as the ‘demon/doll dichotomy’, by which children can be seen as either potential wrongdoers or 
helpless innocents, actually has its origins in an angel/devil dichotomy from at least the early 
medieval period (Pifer, 2000). 


These two rival themes in attitudes to children can be seen running through the history of 
Christianity. Their significance was not merely academic. The major impetus of the social reformers 
of the nineteenth century who did so much to improve the conditions for poor children by the intro- 
duction of labour laws was largely religious in origin. So was the initial motivation for what would 
evolve into the National Society for the Prevention of Cruelty to Children (NSPCC), taking that name 
in 1889, the same year that lobbying by its predecessor organisations was largely responsible for the 
passing of England's first Prevention of Cruelty to Children Act. Since then the ethos engendered by 
positive views of children has done much to raise issues of child protection and welfare. 


This dichotomy can be seen in a variety of attitudes to children and childhood up to the present day. 
The two dominant images of children — as innocents or potential offenders — have been spotted in 
nineteenth-century literature, most obviously in works like those of Dickens and exemplified by 
Oliver Twist (1838) and the contrast with the Artful Dodger. In American literature perhaps the quin- 
tessential literary depiction of male childhood in Mark Twain's Tom Sawyer (1876) and its sequel 
The Adventures of Huckleberry Finn (1884) show both sides of the characterisation of childhood. 
The freedom and pleasure of childhood friends is clearly shown, but Twain's characters are no mere 
innocents; they are highly manipulative of adults and other children. 


In the late nineteenth and early twentieth centuries, positive images of children appear to have begun 
to win out over the negative. It is from this period that many classic literary depictions of children date, 
most obviously in works like J. M. Barrie’s Peter Pan (from 1902) and A. A. Milne’s Winnie the Pooh 
(1926). Both painted a picture of an idealised Edwardian childhood that still has strong attractions and 
can be seen as the dominant literary image of children in the first half of the twentieth century. The 
backlash is often seen as coming after the Second World War, with its obvious implications for perceiv- 
ing the evil of man. William Golding’s response was a literary exploration of the danger of the ‘Nazi 
inside’; its expression was in the Lord of the Flies (1954) in which a group of middle-class English 
schoolboys stranded on a desert island devolve into savagery. Yet Golding was only restating a previ- 
ously dominant image and was expressing no more than the same problem of original sin. 


The two rival views continue to be important in both adult and children’s literature. It is notable that 
Harry Potter, the most commercially successful series of children’s books ever, does not rest upon a 
conflict between good children and evil adults, but imports Draco Malfoy as a negative childhood 
counterpart to the main protagonist. It is clear that both demonic and angelic views of children still 
abound in modern literature. 


Rival constructions of childhood can exist within the same society and each might be dominant in 
turn. Such tension between views of childhood does much to explain why the social construction of 
childhood is so complex and seemingly subject to considerable change. It also needs to be stated that 
the continuity of rival views does not indicate that childhood is constant: the specifics of that con- 
struction vary greatly from era to era and place to place. What is drawn from the well of the 
angel/demon dichotomy may be very different depending upon the circumstances in which it is used. 


REFLECTIVE ACTIVITY 1.5 
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Children and representation 


Think about a particular book or film you have read containing children as characters and then con- 
sider the following issues. 


@ How important to the story is the child or children? 


e How fully developed are the children’s characters: are they rounded (with complex emotions and 
concerns) or two-dimensional (simply depicted with one set of characteristics) ? 


@ Are the images of the child/children positive or negative? 


Now consider when the work was originally created. Do the depictions of the child or children fit 
within or work against the dominant construction of childhood at that time? 
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Deconstructing and reconstructing childhood 


A key question from this view of rival processes is whether they can still be seen to apply to the con- 
struction of modern childhood, or whether they have been superseded by more rational debates. 
Recent controversies suggest strongly that is not the case. There is a long and depressing history of 
outrage at the killings and mistreatment of children. 


In 1945 it was the appalling murder of 12-year-old evacuee Dennis O'Neil that led to the establish- 
ment of modern childcare systems in a social service framework within Britain. Sadly this did not spell 
the end of such cases, and a similar cause célèbre has occurred roughly every decade. The most noto- 
rious of these recent atrocities was the murder of eight-year-old Victoria Climbié who was tortured 
and starved to death after brutal treatment in North London in 2001. The result was a call for a major 
overhaul of social service provision. Depressingly Victoria's was only one of a long line of such deaths 
that have occupied the national consciousness through the news media roughly once every decade. 
The sad events illustrate the continued prevalence of the angelic model of childhood. Had these not 
been ‘innocents’, the events surrounding them would perhaps not have attracted so much attention. 


There is a second strand to such high-profile cases that underlines the existence of the alternative model 
of childhood. In 1968 the 11-year-old Mary Flora Bell was convicted of manslaughter on the grounds of 
diminished responsibility after she strangled a toddler and killed, then mutilated, a three-year-old in 
Newcastle-upon-Tyne. The child as murderer exerts a heady mix of horror and fascination for modern 
society. It is often seen as a symptom of a system in moral decline and part of the frequently voiced 
‘death of childhood’ thesis. Yet child murderers, like the tragedies of child victims, are not new. They are 
thankfully relatively infrequent, but sadly occur with some regularity and probably always have done. 
From a historical perspective, the constant reiteration that they are something new and shocking with- 
out acknowledgement of their past occurrence seems to suggest what Stanley Cohen (2002) termed a 
‘moral panic’. Such panics have flared up over children throughout the late twentieth century, partly 
driven by a global mass media, and such panics show no sign of ceasing to occur. 


An exemplar of these competing tensions is the case of James Bulger, abducted from a shopping 
centre near Liverpool and murdered by Jon Venables and Robert Thompson in 1993. The tragic case 
is notable for demonstrating that two competing sides of our ideas about childhood can exist side 
by side. There was widespread horror at the murder of an innocent toddler, but perhaps greater out- 
rage at the fact that it was carried out by two ten-year-old boys. The subsequent press coverage 
around the trial, sentencing, imprisonment and eventual release of Venables and Thompson, and 
what can only be described as the demonisation of the perpetrators of this act in sections of the 
popular press, is a sharp reminder of how much the angel/devil dichotomy still plays a part in our 
view of childhood. 
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REFLECTIVE ACTIVITY 1. 6 


The media and childhood 


Examine any popular daily newspaper and highlight any stories concerned with children. 
e Consider how many show children in a positive light. 

e How many stories show children in a negative light? 

@ What is the gender balance between these two categories? 

@ What are the ages of the children that fall into these two categories? 


Assess what this may tell us about attitudes to boys and girls and younger and older children. 


SUMMARY OF KEY POINTS 


If we consider childhood from the perspective of social constructionism we can gain a number of useful 
insights into the nature of childhood and how this affects the experience of individual children. 


> Childhood and the lives of individual children are separate but related sets. 
There was a concept of childhood in the known past. 


> However, this construction was not necessarily the same as the modern understanding of what 
childhood means. 


> Childhood as an entity may be constructed by adults out of self-interest or because it fits into a 
prevailing ideology. 


> The process by which childhood is constructed is complex, and is dependent upon a number of fac- 
tors including economic, ideological, religious and social institutions and norms. 


> Within a given society and even within a prevailing ideology differing and apparently contradic- 
tory views of childhood may coexist. 


> At different times one view may dominate over another. 
- Even in contemporary childhood, similar themes and dichotomies can be seen to exist. 


These tensions and the circumstances in which they exist help to create the prevailing construction 
of childhood in any society. 


Ariés, P. (1962) Centuries of Childhood. London: Penguin. 
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2 Living and learning in 
different communities: 
cross-cultural 
comparisons 


Paul Gardner 


Learning objectives 
By the end of this chapter you should be able to: 


e recognise the complex semantics of terms such as ‘race’, ‘ethnicity’, ‘class’ and 
‘gender’; 

e understand how social constructs may interact with individual agencies in 
children’s lives; 

e understand how intra- and intercultural factors, together with individual agencies, 
are dynamic influences in children’s lives; 

e recognise how societal factors influence the way children live and learn in different 
communities within national boundaries. 


Introduction 


In the previous chapter, Will Coster explored the changing constructs of childhood across time and 
place and how these might be represented through various media. In this chapter, | shall return to 
certain themes introduced earlier. The emphasis here, however, will be on comparisons of the lives of 
children and young people growing up in different communities, where variables such as social 
class, ethnicity, race, gender, culture and social policy are factors that influence how children learn 
and how their lives are shaped. Before defining the categories mentioned above, it is important to 
remember that, although the focus in the chapter will be on these overarching themes, we should 
not fall into the trap of social determinism. By that, | mean we should not assume children are 
entirely malleable and that their lives are inevitably constructed in one way or another, by any one 
social category, be it social class, race or gender. 


Social categories are dynamic forces that operate to produce particular patterns of behaviour that 
influence the child. The child might be viewed as an autonomous being who, according to social 
constructivists, such as Vygotsky (1930) and Bruner (1996) who have dominated theories of learning 
in the West since the 1960s, interprets the world around him/her, in order to make sense of it. The 
child interprets the world through language, a socially constructed sign system. So, while the child 
operates within social parameters and a culturally bound system of meaning-making, he/she is, nev- 
ertheless, an agent who is able to make choices. 


In this way, social patterns influence children’s lives, but within these patterns each child is also a self- 
determining entity, to some degree. It is this self-agency that makes each life unique even within the 
same culture. | hope to exemplify this point further in the course of the chapter. A further important 
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point to recognise is that the social categories listed above do not operate in isolation, but interact 
with one another to produce a complex web of influences within which the child develops. This 
notion will also be attended to in this chapter. By comparing the lives of children within national 
boundaries who grow up in different cultures, the reader should be taken on a journey in which the 
conceptual landscape is drawn in sharp relief. 


Defining key terms 


Before reading the following definitions of race, ethnicity, culture, social class and gender, write 
your own definition of each term. 


i4 


Definition of terms 


Returning to the terms race, ethnicity, culture, social class and gender, it should be noted that the 
meanings of each are contested, which makes simple definitions seem thin and meaningless. 
Although it is not possible to give exhaustive definitions of each term here, it is important to briefly 
explore the semantic complexities of the vocabulary. 


Race 


Of all the terms we shall deal with, none is more contentious than the word ‘race’. Many writers 
place the word inside inverted commas, as is the case here, to highlight its contested semantics. As 
with many words in any language, the term has meant different things in different historical periods 
and within different groups (Malik, 1996. p71). Initially, it referred to line of descent, in the 
genealogical sense. In the fifteenth and sixteenth centuries the term, allied to racist belief, became a 
justification for slavery Jennes, 2001: 305). There emerged what is now referred to as ‘pseudo-scien- 
tific racism’, in which humanity was not only categorised on the basis of skin tone and physical 
features, but was ranked hierarchically and assigned different moral, intellectual, spiritual and cul- 
tural attributes, with race being the basis of such categorisations. 


The work of Carlous Linnaeus, who devised the classification system in botany, provided a pseudo- 
scientific basis for the dehumanisation of non-white groups (Fryer, 1984: 166). However, the 
emergence of genetics and the social sciences of anthropology and sociology has discredited the 
notion that ‘race’ is a biologically determined phenomenon. Fenton (1999: 7) identifies three rea- 
sons for this. Firstly, genetics demonstrated there is greater variation within so-called races than 
between them. Secondly, anthropological and sociological studies showed that historical circum- 
stance and culture account for differences between people, not apparent biological difference. 
Thirdly, by the mid-twentieth century it was evident that race was a redundant analytical tool since it 
had a history of misuse, such as justifying the unequal treatment of supposedly ‘inferior’ groups. 


Having discounted the biological basis of race, definitions of the term in use today emphasise the 
social construction of perceptions of race. These definitions are usually focused around physical 
appearance, with skin tone being a strong signifier. Perceptions of race may be closely allied to 
racism: the belief that different races exist along a superordinate-subordinate continuum thus creat- 
ing the concept of ‘superior’ and ‘inferior’ races. Consequently, the term race is often considered to 
be subsumed within racist ideologies and perspectives. Malik (1996: 71) asserts that the key to 
understanding race is to recognise the ways in which social inequality has been conflated by physical 
differences with social hierarchies being deemed to be the natural order of things. 
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Ethnicity 


Jenkins (1997) makes the distinction between externally imposed identifications of a people as an 
ethnic group and an internal definition in which group members establish signifiers of membership. 
These signifiers are located around culture, history, ancestry and language (Fenton, 1999: 7). 
Although ethnicity is not a fixed entity, cultural boundaries act as markers of similarities within a 
group and differences from others. For Jenkins, both external categorisation and internal identifica- 
tion are important dynamics in the social construction of ethnic groups. 


Within society, the words race and ethnicity are often used as if they were synonymous (Fenton, 
1999). There is a tendency to use ethnicity as a more politically correct version of race, which may 
result from the latter’s biological connotations (Miles and Brown, 2003: 92), as discussed above. The 
meaning of ethnicity is further confused by official descriptors within the British government Census, 
along with equal opportunity monitoring processes of many institutions, in which terms such as 
‘white’ and ‘African’ are used to denote different ethnic groups. Neither term is semantically correct: 
the term ‘white’ relates more closely to the discussion of ‘race’ outlined above and ‘African’ refers to 
continent of origin, not ethnicity. The use of nationalities, such as Indian and Chinese, also do not 
constitute ethnicities, leading Alibhai-Brown (2001) to refer to these terms as crude classifications 
imposed by officialdom. 


Culture 


There are at least three definitions of the word culture in use. The first is derived from horticulture 
and refers to nurturing in the sense of cultivating growth. The second refers to artefacts derived from 
artistic representation — opera, plays, sculpture, etc. In this context one may refer to a person being 
cultured because they have a knowledge and appreciation of the ‘Arts’. However, neither of these uses 
of the word helps to locate the definition required for our purposes. The third definition of culture, 
however, is appropriate for our purposes and refers to belief systems, values and customs that are 
shared within and between members of a social group and which influence common patterns of 
behaviour within the group, distinguishing it from other socio-cultural groups. In making a general 
observation of culture and individual identity, Thomas (2000) makes the point that cultures favouring 
individualism socialise children to be independent, whereas those favouring collectivism emphasise 
the need for close family relations and the ‘sacrifice’ of self-interest for the needs of the group. 


Social class 


Some have argued that we now live in a classless society, yet 69 per cent of people think that social 
class affects an individual's life chances. Social class is still considered to be the main influence in a 
child's educational attainment (Hickey, 2000: 163). The notion of a hierarchical social structure 
remains a persistent theme in social analysis. In Britain, social class is officially categorised in terms 
of one’s general occupation, with unskilled manual labour representing the lowest category. 
Furthermore, social policy is often devised on the basis of this system. 


Discussions of social class in sociological theory, however, extend beyond the descriptive element of 
occupational ranking and attempt to explain why social classes exist and how they become dynamic 
forces in social relations, reproduction and change. Two key thinkers dominate theories of social 
class: Marx (1974) and Weber (1958). While their theories share some commonality, they equally 
have significant divergence. For Marx, the basis of social class is economic, with one’s position in the 
hierarchical class structure determined by one’s relationship to the means of production, that is the 
means by which wealth is created. In classical Marxist theory, the means of production is owned by 
one class, the capitalists or bourgeoisie, but wealth is created by another, subordinate class, the 
workers or proletariat. The worker receives a wage, which is set by the capitalist, but the value of 
his/her productivity exceeds the remuneration received because the capitalist also sets the price of 
the product in the marketplace. 
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In this way, the capitalist class exerts power and control over the working class by means of its supe- 
rior economic position in the class structure. Tension and conflict are inherent in the unequal 
relationship between the two classes, since it is in the interest of the capitalists to keep the working 
class in its place and it is in the interest of the working class to overthrow the social structure in order 
to create a more egalitarian one. According to Marxist theory, the creation of hierarchical class struc- 
tures that provoke conflict caused by inequality between classes will result in an inevitable revolution. 
The theory continues that these revolutionary, new social structures are the driving force of history. 


In the twentieth and twenty-first centuries, Marxist theory has been refuted on the grounds that the 
burgeoning number of non-manual occupations has created a large middle class and, consequently, 
blurred the relationship between the bourgeoisie and the proletariat. This calls into question the dif- 
ference between objective and subjective dimensions of social class. For Marx, the class structure 
and unequal distribution of power, determined by economic differentiation, is an objective condi- 
tion. However, he recognised that consciousness of one’s class position was not a foregone 
conclusion and that individuals may be persuaded to believe they belonged to a class, if any, that 
differs from objective reality. This subjective position is perpetuated by the ruling class’s ability to 
persuade sufficient numbers of subordinates to accept their status as part of the ‘natural’ order of 
things or to see themselves as a class above themselves. 


For Weber, social stratification has three determining factors: wealth, power and status. His concept 
of economic class shares some similarity to Marx in that it differentiates common life-chances of a 
group in relation to advantage or disadvantage in the marketplace. However, Weber's theory differs 
from Marx's, in so far as it does not place economic differentiation at the heart of social stratifica- 
tion. Weber asserts that social status, the social value ascribed to a group by society, can be 
independent of social class, although he also acknowledges that, in capitalist society, higher social 
status is usually attributed to those with greater wealth. An exception to this may be the so-called 
nouveau riche, those who acquire wealth by means other than inheritance. This group is often 
attributed lower social status than their wealthy counterparts in the class to which they aspire. Thus 
people of different occupations, ethnic groups, religions and ‘lifestyle’ groups, irrespective of social 
class, may be ascribed varying social ‘value’. 


The third classification in Weber's theory, power, is the key element in his analysis of the social 
dynamic. Weber sees power in the form of groups with common interests forming to influence 
social policy and decision-making. Political parties represent one form of social power, but single 
interest groups, professional bodies and trade unions also compete in the quest for power. Parties 
may represent the interests of a specific social class or status group but equally may represent 
people across those divisions. 


Hence, in Weber's theory, there is a complex interplay between class, status and power. These three 
elements operate as variables, causing us to analyse social stratification in terms of how these vari- 
ables behave in specific societies at particular moments in history. For Marx, on the other hand, the 
economic stratification of classes in relation to the means of production is an unalterable fact. By 
combining Marx and Weber's perspectives, we might conclude that a person’s social class is signified 
by their life chances, which may be dependent on economic status and the degree to which they can 
exercise social power. 


Gender 


Just as race and ethnicity are often considered synonymous, the terms gender and sex are fre- 
quently used interchangeably. In common parlance, men and women are often referred to as ‘the 
opposite sexes’. This assumed dichotomy masks the fact that men and women have, in many 
respects, a shared biology, albeit with differences in terms of the production of hormones, internal 
and external sexual anatomy and other physiological characteristics (Wharton, 2005: 18). 
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A person's sex generally refers to their anatomical and biological features and classification as either 
male or female. Gender refers to the social meanings attached to male and female classifications. 
These meanings are imbued with differences in social power, often leading to inequality, which may 
vary between different cultures, social classes and historical periods (Kimmel, 2004: 94-5). 
Accordingly, behaviours associated with ‘masculinity’ and ‘femininity’ are socially constructed and 
culturally defined. 


Reviewing key term definitions 
Re-read your definitions from Activity 2.1 and compare them with the ones you have read. 
Has reading these definitions altered in any way your understanding of the terms? 


Would you agree that the terms are more complex than is suggested by their common usage? 


REFLECTIVE ACTIVITY 2. 3 


Identity in childhood 


We have begun to explore the social categories that influence the development of a child's identity 
as a social being. Each child belongs to many social groups, each of which influences who he or she 
is. In a class-based society, each of us has a social class; in a multi-ethnic society, each of us has an 
ethnicity. Similarly, we each have a gender. The interplay of these social constructs shapes our social 
experience, influencing who we are as individuals and how we see the world. We have argued that 
class, race, ethnicity and gender are social constructs that are, therefore, ascribed categories at the 
macro-social level. We are born into these groups that are defined by society and they inform our 
social self. 


Societies, however, do not exist only at the macro-level. Between society and the individual is the 
community, which comprises key agents of socialisation such as school and family. Institutions at the 
community level mediate the influence of social constructs, leading to a communal self. As we 
develop through childhood to adolescence, we become more conscious of ourselves as decision- 
makers. The individual further mediates the influence of social categories, so we have a personal self. 
The process of mediation is represented in Figure 2.1. 


The individual is not a passive recipient of these factors but rather is able to accept or reject, to some 
extent, particular social influences. This model shares similarities with Bronfenbrenner's Bio-ecologi- 
cal Systems Theory (1979), in which he explains how macrosystems, those factors at the societal 
level, influence individual development through a series of interrelated, nested systems. In his model, 
macrosystems affect mesosystems, which are social institutions at the community level. These, in 
turn, influence microsystems, such as the family or classroom. A further dimension to his model 
describes how microsystems interact with one another; these he calls exosystems. 


Personal biography of development 


Draw a timeline of your own development as an individual. Try to identify periods of significant 
change. Briefly note possible causes of those changes. 


Can you discern any links between these causes and factors at the community or societal level? 
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Social self 


Socially ascribed identity 


Communal self 


Self (subjective) 


Meanings 
negotiated 


Interprets social 
world 


Identity develops through 
interaction with significant 
others 


ethnicity 


Social labels and definitions are 
placed on the group and therefore 
on the individual 


Figure 2.1 Concentric model of social reality and identity 


In an attempt to combine the two models, the following conversation between four six-year-old 
British-Bangladeshi pupils and a visiting teacher illustrates how one societal construct, racism, can 
infiltrate the microsystem of the classroom and affect children’s learning. 


Ayesha: They [white peers] call me ‘Paki’ in class, too. They were throwing books and puzzles. 
I got on the floor to pick up the puzzle and put it back in the bag. One of them kicked me. My 
teacher said she couldn't help, as they were being naughty to her. Then one of them tore my 
work and tried to cut my hair with scissors. | want to go outside the classroom to work. | 
don’t want to come to school. 

Rafiq: It makes me feel horrible inside when they call me ‘Paki’. 

Ayesha: When they call me ‘Paki’ I feel angry. | feel like hitting and kicking them. I say nothing. 

Iqbal: / just try to take no notice. My mum says ignore them. Don’t listen, that way I can cope. 


Rafiq: They knock on my door and run away. They throw mud and stones at my house. 


Farzana: They broke our upstairs window. They shout ‘Fucking Paki’ at my little brother when 
he goes out in the street. That’s why he does not play out. 


Ayesha: | took my auntie’s baby to the park when she came. | put her in the baby swing. 
Then a boy came and threw a stone at the baby. | had to take my baby out quickly and very 
quickly run home with her and shut the door hard! 


(Gardner, 2001: 67) 
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By age six, these children were being ostracised by peers of a different race. In this case, the signifi- 
cant marks of distinction were a darker complexion (attributed to race), along with their clothes, 
lifestyle and language (features of culture and ethnicity). Unless we believe that children are born 
with prejudice, a much-contested assumption, the British-English children of this example had 
learned to undervalue their British-Bangladeshi counterparts. It appears that the tormenters felt 
empowered, and perhaps entitled, to victimise the other children not only in the classroom but also 
in the general community. 


Where does this notion of power come from? A simple answer might be to say that the racist views 
and behaviour of the British-English children were derived from their parents. If this is true, then, the 
microsystem of the family can be seen to impact on the microsystem of the classroom. Beyond the 
family, the British National Party, a racist organisation with covert associations to international neo- 
Nazi networks, was active in the community. It could be argued, therefore, that the racist behaviour 
of the children was legitimated by attitudes that prevailed at both the communal and societal level. 
Might this be an example, as some argue, of the marginalisation of non-white British citizens, caused 
by ethnocentric perspectives perpetuated throughout history as justifications for aggressive policies, 
such as slavery and imperialism? This argument demonstrates how an ideology, in this case racism, 
can permeate society by being filtered from the macrosystem (society) through the mesosystem 
(community) into the microsystem (classroom or family) and, ultimately, the individual (children). In 
1999, Sir William MacPherson perceived this relationship between society and its institutions, and 
published a report recommending the eradication of institutionalised racism in British society. 


There is a sequel to the above discussion. Some ten years after the discussion of the children cited 
above, when they were in Year 11, a report about the local secondary school appeared in the press. 
Mounted police officers stood guard at the school gates to prevent warring gangs of British- 
Bangladeshi and British-English youths from attacking one another as they left school. It is uncertain 
whether the pupils in the conversation were involved in these fights but, irrespective of that, there is 
a symbolic element to this illustration. It would appear the British-Bangladeshi children had stopped 
‘shutting the door’; instead they had opened it and had fought back in an attempt to assert their 
right to belong in their community without harassment. By so doing, these children asserted their 
sense of self. However, in the absence of an effective counter to the protracted harassment meted 
out by the British-English children, there is a very real danger that racism may have criminalised both 
groups. ‘Race’, then, was a central feature of the social experience of both groups and had posi- 
tioned them as distinct and separate. 


Connolly (1995) made a similar observation in a case study of black working-class boys. He noted 
how the boys developed a strong group identity, as black boys, as a manifestation of their resistance 
to the racism they experienced from white peers. The boys had to appear ‘tough’ in order to defend 
themselves from physical assault. This type of behaviour caused teachers to view them as trouble- 
makers, which inevitably consolidated their social identity as black boys. It can be seen that both 
gender and ‘race’ can coalesce to construct group identity and influence behaviour. 


Living and learning with race, gender and 
social class 


The need to create inclusive communities, in which children from different racial or ethnic groups 
can live and learn together, accepting both their commonality and differences, is a major challenge 
for our society. Pessimistically, Jones (2000) asserts that teacher education courses fail to prepare 
trainee teachers for issues of ‘race’. Graduate teachers lack the knowledge to understand how chil- 
dren experience school and society differently as a consequence of racism, resulting in a teaching 
force that largely views children as a homogenous group. 
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In a significant study of children’s educational attainment, Gilborn and Mirza (2000) draw on data 
from official sources to demonstrate how race, social class and gender may influence attainment 
within, and between, pupils of different ethnic groups. Recognising that local circumstances can 
influence outcomes, their findings suggest that ethnicity may contribute to educational inequality 
with British-Bangladeshi, British-Pakistani and British African-Caribbean pupils performing less well 
than their British-Indian and British-English counterparts. In the case of British African-Caribbean 
pupils, disparities in educational performance become progressively greater as they move through 
the school system. 


Differences between social classes were also evident, with children from higher social classes signifi- 
cantly outperforming children from lower social classes, even when ethnicity was a constant. While 
gender played a less significant role than either ethnicity or social class, findings indicate that girls in 
all ethnic groups are likely to achieve five or more higher grades in GCSEs than their male peers (of 
the same ethnicity). However, British Bangladeshi-Pakistani and African-Caribbean girls performed 
less well than either British-Indian and English girls or British-Indian and English boys. 


Bhatti (1999) also noted the complex interplay of race, gender and class in an ethnographic study of 
Asian children. A significant number of Asian children perceived that their teachers had low expecta- 
tions of them and did not stretch them academically. Furthermore, Asian girls believed that their 
teachers held stereotypical views of arranged marriages. Girls tended to react in one of three ways 
to their teachers’ perceptions: by exercising covert forms of rebellion, by exhibiting a lack of self-con- 
fidence or by actively asserting their ‘Asian-ness’. This finding further demonstrates how the 
individual, as an active agent, can interact with a social category, in this case gender allied to ethnic- 
ity, to produce one of several possible responses. 


Gender and ethnicity were found to interact powerfully in Shaw’s (2000: 163) ethnographic study of 
a British-Pakistani community in Oxford. Shaw highlights how the concept of izzat, which can be 
defined as family honour, functions as an indicator of female behaviour within the family. As chil- 
dren, particularly girls, reach the age of puberty, the family’s izzat becomes vulnerable unless strict 
codes of behaviour are adhered to. These codes govern forms of dress and contact between the 
sexes and are designed to ensure that girls remain chaste and pure. Under these circumstances the 
family izzat remains intact. Transgression from these codes can result in shame on the family, the 
weight of which is especially felt by the father, brothers and other related men. In some instances, 
retribution can be fatal. 


In a separate study, Khanum (1995: 284) explains how, following racist comments by a Bradford 
head teacher which appeared in the national press, the city’s Muslim community became increas- 
ingly insular and culturally conservative as a result of feeling its culture and religion to be under 
attack. This insularity was expressed through a stricter adherence to izzat and a demand for separate 
Muslim schools, particularly for girls. This example demonstrates the dynamic interaction of gender, 
ethnicity and ‘race’ and shows how Muslim girls were affected by internal cultural practices and the 
perception of an external social threat. 


Some might argue that current global relations between the British-American axis on the one hand 
and parts of the Muslim world, following 9/11 and the occupation of Iraq, have fuelled greater 
Islamophobia, both within Britain and across Western Europe and North America. Observation 
shows an increasing number of Muslim girls wearing the hijab (head covering) and women wearing 
the burkah. Although for some women this will be an expression of self-assertion of ethnic and reli- 
gious identity as a counter to Islamophobia, Khanum’s study suggests that for others it is as a result 
of the continued threat felt by the community. The concentric model of social reality and identity 
(Figure 2.1), together with Bronfenbrenner’s Bio-ecological Systems Theory, provide a basis for 
understanding how individual identity and behaviour may be influenced by factors functioning at a 
societal, or even international, level. 
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Individual agency 


Part of the discussion, so far, may lead us to believe that individuals will inevitably respond in a uni- 
form way to external social influences. Such a conclusion, however, disregards individual choice. 
While individuals have a degree of flexibility to exercise their will, they do so within a limited range 
of possibilities. In terms of ethnicity, Hutnik (1991: 134 cited in Kathane, 2000: 29) identifies four 
strategies an individual may use to position him/herself in relation to the majority ethnic group. The 
disassociative strategy occurs when the individual allies him/herself with the minority, rather than 
majority, ethnic group. Conversely, allegiance to the majority, rather than minority, is referred to as 
the assimilative strategy. If the individual relates equally to both groups, the acculturative strategy is 
at work. Finally, if neither group is considered important in self-categorisation, the individual has 
adopted the marginal strategy. 


In a more complex version of individual agency and social positioning, Hall (cited in Marsh and 
Millard, 2000) refers to cultural relativity, in which society is made up of dominant and subordinate 
cultures. In such a society, the individual is able to ‘mix and match’ behaviour, attitudes and values 
by drawing on the different cultural groups to which he or she is affiliated. This complex web of cul- 
tural possibilities is illustrated in Figure 2.2. 


Figure 2.2 An interactional multicultural perspective 


This model represents three cultural groups. C1 is the majority, or dominant culture. It is the culture 
of the most powerful group in society and the one that has the biggest influence over the general 
way of life in society. C2 and C3 represent other cultures that exist within a single society. C4, C5 and 
C6 represent other cultures that share aspects in common with the majority group and, thus, over- 
lap with C1. However, the alternative cultures do not only interact with the majority culture, but also 
with each other, as shown in the figure at C5 and C7. 
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If we imagine individuals within this cultural web, they may adopt a variety of positions. Those in C1, 
C2 and C3 are furthest removed from the cultures of other groups and the most closely aligned with 
their respective cultural groups. This position might be exemplified by British-English children grow- 
ing-up in monocultural communities with little or no exposure to the cultures of Britain’s minority 
ethnic groups. It might also represent British-Chinese children who ‘live in a cocoon within British 
society’, staying within the security of family and maintaining clear boundaries between home and 
school (Yuen Mei and Woodrow, 1998: 223). On the other hand, those who adopt the position rep- 
resented by C5 might be described as multicultural beings, as they share aspects of several groups. 


During the course of a lifetime, an individual may adopt different social positions. For example, at 
birth a child may be wholly influenced by his/her own culture and be furthest removed from other 
cultural perspectives. By going to school, depending on the nature of school attended, the child may 
be introduced to other cultural perspectives and may, therefore, move to positions C4 or C6. 
Alternatively, as the study by Khanum suggests, some children and young people may realign with 
their cultural heritage as a result of external pressure. In this way, the model represents what Marsh 
and Millard (2000) refer to as socially constructed sites of shared discourses with fluid boundaries. 


A more complex model would include multiple cultural groups, with greater potential for individual 
variation and cross-cultural influence. It would also require the mapping of social class, gender, race 
and ethnicity, which would provide an image closer to the complex profile of social identities in a plu- 
ralist society. It is within this complexity that children of different communities learn and develop. 


SUMMARY OF KEY POINTS 


In this chapter, we have explored the definitions of key terms and seen that the meanings of words such as 
race, ethnicity, gender and social class are more complex than may be suggested in everyday conversation. 
Each of these terms represents a socially constructed category able to influence the lives of children as they 
develop through childhood into adolescence. However, the categories do not act independently, but rather 
interact to form a powerful and complex matrix of influences. Within this ‘web’ of social forces, the individual 
child is an actor, who is able to position him/herself on the social stage, but only within boundaries prescribed 
by the community and society in which he/she resides. 


A theoretical model has been provided to explain how social constructs are mediated from the societal level to 
the individual and thereby influence individual identity formation. Children and young people each experience 
their social world differently and this experience may be dependent upon their social class, ethnicity, ‘race’ or 
gender. These social categories may also influence the individual's life chances, through differing experiences 
of school and community, leading to varying levels of educational attainment between genders, social classes 
and ethnic groups. It has been suggested that racism functions as a conservative force on some minority 
ethnic groups, resulting in insularity and resistance to interaction with the wider community. 


Societies comprise dynamic social forces and are constantly changing. Therefore the factors that complicate 
living and learning in different communities require continual ethnographic study. Such studies need to take 
account of differences within communities as well as between them since cultural pluralism allows for multiple 
identities both within and between different communities. 
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3 Childhood in crisis? 


Will Coster 


Learning objectives 
By the end of this chapter you should be able to understand: 


the problem of childhood health and obesity; 

the issues of education and literacy; 

the debate over violence towards and by children; 

the ‘sexualisation’ of childhood as a threat to children; 

whether these factors have resulted in a shortening or fragmentation of childhood; 
whether these factors together amount to a crisis in childhood. 


Introduction 


The archetype of the child from the early twenty-first century differs significantly from those images 
we tend to conjure for the preceding century. That period evokes images of evacuees, boys playing 
football in the street, girls with dolls in prams, participation in organised activities such as boy 
scouts or girl guides. These have been replaced with the picture of the ‘computer game’ or ‘video 
screen’ generation. In contrast to previous images, this child is sedentary, perhaps obese, uninter- 
ested in books and education, inured to violence and sexualised by games and television. In many 
ways this image sees a coalescence of many of the fears that have come to the fore in our ideas 
about children and childhood in the early twentieth century, and has led many to conclude that we 
have entered a period of crisis for childhood. This chapter will explore the perception and reality of 
these different aspects of childhood and examine whether they can be said to constitute a crisis. 


Childhood health and obesity 


In recent years the issue of childhood health and in particular that of childhood obesity (which is 
often seen to contribute to deteriorating general health among the young) has received considerable 
attention. This issue first became evident in the United States of America, where standards of living 
and availability of high fat food have generally been seen to have been higher since at least the end 
of the Second World War. Its effects have now also been noticed in European societies, particularly 
Britain, where fashions in food and entertainment (which are thought to have a direct impact on 
physical activity) most closely follow those in North America. The process may have been delayed by 
the recurring problems of the British economy and European views of food, but also by the habits 
enforced on a generation by wartime deprivation exemplified by civilian food rationing, which con- 
tinued until it was finally lifted in 1954. These habits of frugality are often seen as having broken 
down completely after two generations, beginning in the 1980s, at the same time as the widespread 
introduction of fast and pre-processed foods into the country. The American Childhood Obesity 
Society states that 15.3 per cent and 15.5 per cent of children in America aged respectively 6-11 and 
12-18 are technically obese above the 95th percentile of Body Mass Index (http://www.obesity.org/ 
subs/childhood/prevalence.shtml). According to the British Medical Association in Britain 5.5 per 
cent of boys and 7.2 per cent of girls aged 2-15 were obese in 2002. To put it in stark terms that is 
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roughly a million obese children. This is a marked increase on previous years and it must be pointed 
out that these definitions include only the obese, whereas a larger number of children can be 
defined as ‘overweight’. However, in Britain, and still more in most of Europe, levels of obesity have 
not yet reached North American proportions (BMA, 2005). 


There can be little doubt that even if these trends are halted and perhaps even reversed, the long- 
term consequences of this growth of obesity will be profound. Attempts to reverse these trends, 
particularly where the state has some control over food consumption in state sector schools, have had 
a very high profile in recent years and have led to a rewriting of the guidelines and reconsideration of 
the budgets of British school dinners. However, it has to be hoped that this change is significant 
enough to actually reverse the trends in childhood food consumption through a re-education of chil- 
dren's expectations, as (rather obviously) school dinners, at best, only make up a small proportion of 
the food consumed by children (even assuming that they consume the dinners at all). Since obesity 
carries a greater risk of many potentially fatal conditions, most obviously coronary deficiencies, and a 
greater risk of debilitating conditions that might lead to disability, we can expect a heavy price to be 
paid by younger generations, both personally and in terms of health care costs in the future. 


The consumption of food is, however, only part of the equation that accounts for an increase in obe- 
sity and overweight children. The other significant part of the explanation is the levels of activity 
carried out by children. This is in part where the alarming image of children slumped over a 
Playstation or Xbox comes into play and there seems little doubt that the default for contemporary 
children’s play is interior, whereas for previous generations, particularly in the second half of the 
twentieth century, it was exterior. A number of reasons has been advanced for this including the 
reduction of physical education in schools (exemplified by the sale of school playing fields from the 
1980s) and the growth of car-use (both in removing walking and cycling as means of transport and 
in preventing playing in streets or by crossing roads). But perhaps most significant are parental fears 
of danger to children, connected to worries over physical and sexual attacks on children. It is well 
known that such attacks are extremely rare and certainly no more common than they were in the 
past, but a change in climate towards them means that many parents and guardians, even if they 
are aware of that, cannot envisage allowing their children to play outside independently. Such activ- 
ity is now reserved for older children and youths and here adult society is clearly contradictory, as 
congregations of youths in almost any location are seen as potentially threatening. So opinion com- 
bines a condemnation of the sedentary and indoor nature of childhood in modern Britain, but 
simultaneously fears the appearance of children in the ‘adult’, active and external world. 


Childhood obesity 


Look at Table 3.1 and consider the following issues: 
@ /s the problem of obesity and overweight children more marked among boys or girls in England? 
e By how much did the problems of obesity and overweight children increase from 1995 to 2000? 


@ Which sex group experienced the biggest rises in obesity and in being overweight? 
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Table 3.1 Proportions of children and adolescents (0-19) overweight and obese in England 
1995-2000 


Years Percentage boys Percentage Percentage girls Percentage girls 
overweight boys obese overweight obese 

1995 18.6 3.7 23.5 5.7 

1996 19.3 4.1 22.7 5.9 

1997 17.7 4.0 22.9 5.8 

1998 21.1 4.2 25.5 7.0 

1999 23.0 5.9 25.3 7.1 

2000 23.3 4.8 26.2 6.86 


Source: National Statistics (http://www.statistics.gov.uk/cci/nugget.asp?id=7 18) 


Education and literacy 


It is often stated that the current generation of children is educationally deficient. There is a general 
assumption in some quarters that this is the result of failures in the (state) education system, which 
are variously timed as beginning in the 1960s or 1970s. Official literacy statistics certainly make for 
alarming reading. According to government reports one in seven adults is ‘functionally illiterate’: or 
to put it another way, more than one in ten adults cannot function fully in a literate society. 


However, the key factor here is the term ‘functional literacy’; that is not to say that these people lack 
basic reading and writing skills, but they may use them in a slow, grammatically incorrect or incom- 
prehensible way. Thus they might have difficulty reading a book, newspaper or filling out a complex 
form. Of course, compared with some measures of literacy this may be a relatively high bar: the best 
measure of literacy for most of history is the ability of an individual to sign his or her name. What 
exactly this means in terms of functioning literacy is very unclear - self-evidently many making signa- 
tures may have been unable to do anything else but that. If we applied the same criteria to 
contemporary British society then almost everyone would be considered literate. It is evident then 
that literacy is not an absolute and fixed marker; it has moved because our expectations of literacy 
have increased. We should therefore avoid the trap of assuming that levels of literacy have fallen in 
recent years, placing the weight of our expectations on the current generation of children. 


Arguments rage about the acceptability of subcategories of language, including ‘street slang’ and 
‘text speak’. Part of the problem is clearly that members of older generations (and we might add 
classes and regional groupings) simply cannot understand these forms of communication, and exclu- 
sion will always tend to create resentment. For many teenagers, their understanding of ‘traditional’ 
English grammar may be limited, but seen from their perspective they are functioning literates, since 
their ability to communicate with their peers through these mediums and idioms makes them so. 
There are two related problems here. One is that language, as has long been recognised in this 
country, is not fixed: there is no better example of this than the Oxford English Dictionary, which 
defines the ‘meanings’ of words, not according to some abstract value, but always by the way in 
which they are used, therefore if use changes so does meaning. The second issue is one that a 
number of thinkers from different disciplines have explored in recent years: the degree to which lit- 
eracy is not autonomous or a set of discrete technical and objective skills that can be applied 
universally, but rather is a contingent measure, determined by the cultural, political and historical 
contexts of the community in which it is used. Literacy is therefore, in the technical sense, an ideol- 
ogy enforcing identity and values of the society that promotes it (Gee, 1996; Street, 1995). 
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This is not to say that any society can afford to abandon its language, and the communication, values 
and identity that attach to it. It is difficult to discern what the effects of change in the ‘literacy’ of 
youth will be. However, this is hardly the first time that children have adopted their own language 
and linguistic tendencies: the same fears were raised over Rockers in the 1950s and Hippies in the 
1960s, yet such assaults on the English language left it largely unfazed and possibly even enriched. It 
is also questionable to what degree children are immersed in such tendencies. Some who use texting 
as a substitute for ‘Standard English’ might find the adult world a particular shock. Probably many 
more are, like generations before them, culturally amphibious: that is to say they might use particular 
idioms and methods of communication but understand that for other purposes, for example in writ- 
ing an essay or letter of application, they need to use a different form of language. 


The much noted ‘Harry Potter Phenomenon’ from 1997 seems to give the lie to the idea that chil- 
dren do not read, or read fewer books. Assessments of statistics for the sale of children’s books were 
very difficult and fraught with pitfalls. However, worldwide in 1985 sales of children’s books were 
estimated at 336.2 million, but by 1994 they had reached 1,170.5 million (http:/Awww.underdown. 
org/sales.htm). Perhaps the greatest evidence of a growth in childhood reading is the transforma- 
tion of children’s publishing from a rather genteel and small-scale profession to a worldwide 
industry over the last two decades. Such an event could not have happened if children’s book sales 
were not increasingly lucrative. We might raise questions about which books and who bought them, 
but the trend is undeniable. More books are being purchased for, and by, children than ever before. 
Unless we assume that they are being read by the same or a smaller group of children (which seems 
unlikely), it is logical to assume that what we are seeing is not simply a generation of children whose 
world is interior, chained to the television games console, but one that is also expanding its interior 
world through the imagination. Many older commentators also make the assumption that computer 
games and the internet are intrinsically opposed to literacy. Certainly few would approve of every- 
thing on the internet, yet we have to adjust to the concept of a multimedia world where children 
absorb games, associated comics, books and fan-sites which can be both imaginative and literary. 
The indications are that the current generation is far more ‘literate’ than the preceding generations. 
The question will be what they do with their literacy and how society reacts to the small minority 
who are not able to develop and transfer literacy skills. 


Literacy and activitiy 


Before reading further, estimate how much time you spend in literary or intellectual activity. 
Now analyse your day for the past 24 hours before you began reading this chapter. 

What percentage of your time did you spend engaged in the following. 

A Reading books, newspapers or journals. 

B Writing either on paper or a computer. 

C Watching television or listening to the radio. 

D Playing games or other leisure activity that utilised literary or intellectual skills. 

E Engaging in a non-intellectually demanding leisure activity. 


F Working or engaged in unavoidable activity (for example, work, eating or sleeping) that will not 
allow you to do any of the above. 
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REFLECTIVE ACTIVITY 3.2 continued 


Subtract F from your calculations then work out the percentage of the remaining day that did not 
involve some literary or intellectual skills. Then compare the time spent on A-D and on E. Does this 
fit with your expectations of what you do with your time? 


Children and violence 


The subject of computers and the media also raises issues of children and violence. This can be 
divided into two major concerns. On the one hand there are increasing anxieties about violence 
towards children, which have spawned an intensifying industry of child protection in both the public 
and private sectors. As we have already seen, it has been argued that this is one of the major factors 
contributing to the interiorisation of childhood. The second and somewhat contradictory element is 
the increasing fear of violence by the young, which we have also seen as contributing to a wide- 
spread fear of groups or even individual children. 


Examining violence towards children, the growth of institutions including the National Society for the 
Prevention of Cruelty to Children (founded in 1884 in London) and Children First (in Scotland), the 
United Nations Fund for Children (from 1946) and more recently the development of organisations such 
as Childline (from 1986) have been followed by radical changes in the laws governing child protection in 
this country. The introduction of Criminal Records Bureau checks for those gaining jobs with children 
under 18 years of age has been the most profound of these and is expected to expand in the future. 


Public outrage at cases of violence towards children including Victoria Climbié, who died in 2000 
aged eight after sustained abuse, has tended to fuel this interest and a general climate of fear over 
the protection of children from violence and, as we will see below, over sexual violence in particular 
(the Victoria Climbié Inquiry). Yet none of these concerns is new. Similar outrage was expressed over 
the death of Dennis O'Neil in 1946 and Maria Colell in 1974, both of which led to changes in institu- 
tions and laws aimed at preventing future tragedies. They may well have done so, but they have 
failed to prevent violence towards children, even where it was possible that it could have been pre- 
vented. Such a failure elicits a particularly strong response in most of us, not least because of our 
outrage at the destruction of ‘innocent’ children (as we generally view the victims to be). 


This image of the innocent child is part of the reason that the other side of this concern, that of vio- 
lence by children, also brings out such strong emotions. The signal case here is that of James Bulger, 
a two-year-old abducted and killed by two ten-year-olds in 1993. The act was brutal, caught in part 
on closed circuit television (CCTV) and one of those events so shocking that it has imprinted itself on 
the national consciousness. Part of the shock was the ‘innocence’ of the victim, but perhaps more so 
was the young age of the protagonists. A child killing is horrendous it seems, but a child killing by a 
child is all the more shocking. In part this can be seen as forcing us to re-evaluate our view of chil- 
dren as innocents, but the depiction of the two killers in the popular press carried many of the 
attributes of established ways of thinking of children, as ‘tearaways’ and ‘delinquents’. The cam- 
paign to prevent the release of the two offenders and then to reveal their identities in the popular 
and local press supports this view (Davis and Bourhill, 1997: 45-6; D’Cruze et al., 2006: 76-7). 
However, yet again this is not the first child murder in British history. The case of Mary Flora Bell 
who, aged 11, killed two toddlers (returning to dismember one) led to her conviction in 1968 and a 
campaign over her identity once released in 1980 (Gitta, 1998). 


Many individuals sought reasons for the killing of James Bulger. The popular press put forward a 
number of explanations. Most notable of these was the assertion that the perpetrators had had 
access to the film Childsplay 3 (1991) which was said to show a murder that resembled the killing 
(but in fact no such killing appears in the film and there is no evidence that the children had seen it). 
Similar claims have been made for violent video games, in particular Manhunt which was associated 
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with the killing in Leicestershire of 14-year-old Stefan Pakeerah by Warren Leblanc, 17, said by his 
father to be ‘obsessed’ with the game. As a result it was withdrawn by a number of retailers. 
However, again the actual connection was less than clear. The main motive for the murder seems to 
have been robbery, not a copycat killing, and rather bizarrely turned out not to be in the bedroom of 
the killer but that of the victim (Gauntlett, 1995). This is aside from the furious debates over whether 
the young are really influenced by violence on screen as is often assumed and the evidence that vio- 
lent crime is less common than it has been in most of the past, perhaps because teenagers actually 
have less opportunity to commit such crimes. 


Experience, witness and violence 


Find a small sample group of children and ask them the following questions (bearing in mind that 
the answers should remain confidential): 


1. Have you ever seen a violent film or TV programme, or played a violent video game? 


2. Do you think that the act of watching made you feel more violent or that violence was more 
expectable? 


3. Do you think that such an experience would/did make you feel the experience can be a means of 
‘getting violence out of your system’? 


4. Have you found yourself wanting to go back to the experience to repeat the feelings you 
encountered? 


Such a brief survey cannot be scientific, but it is interesting to note whether those that felt that 
their experience made them feel more violent or less violent wanted to repeat the experience. 
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The sexualisation of childhood 


The influence of the media is also at the heart of a debate about the sexualisation of childhood. 
Traditional perceptions of the fundamental differences between adults and children in most societies 
tend to focus on the removal of children from sexual activity and thought, although the points at 
which this demarcation between the sexual and non-sexual activity should occur vary widely. 
Problematically humans do not suddenly move from physical sexual immaturity to full development 
overnight or at some arbitrary date. Thus sexual attitudes towards the young are almost always 
problematic. They represent an area of moral and social negotiation and dispute. This dispute has 
become all the more intense in recent years because of the perception that children are being either 
depicted as sexual objects or encouraged to internalise a move to sexualisation at an early age. 


This has been seen in the use by adults of childhood imagery for sexual purposes, of which, among 
the many stereotypes, the dress of schoolgirls is the most obvious in both soft sexual imagery shift- 
ing (at least in Britain) to even more extreme pornography. Some of this may not be entirely obvious, 
but even what seem relatively innocuous elements of such images, for example the use by models of 
‘children’s’ hairstyles such as ‘bunches’ or ‘ponytails’ can be seen as a direct borrowing from such 
imagery. The second issue is the employment or imposition on children of adult sexual images. Thus 
the use of adult and ‘sexualised’ forms of dress, such as short skirts or low necklines, have been 
increasingly noted among younger and younger children. 


All these elements were exemplified in 1998 by the release and success of Britney Spears’ single Baby 
One More Time. The lyrics themselves, which relied on a refrain that implied an invitation to physical 
violence, might have been controversial enough, but the video, including the singer dressed in a 
(Catholic) schoolgirl outfit, prompted outrage in some quarters. Yet the meaning of the imagery was 
unclear. Was the outrage because Spears, aged 17 at the time, was an adult pretending to be a 
child, or because she was a child pretending to be an adult? 
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Both of these possibilities - the use of childhood in sexual imagery and the possibility that young 
children might be sexualised at an earlier age - seem to carry with them a number of serious dan- 
gers. The most obvious is connected with the awareness and concern over paedophilia and child 
abuse that has come to dominate debates in recent years. There is firstly a concern that the confla- 
tion of childhood and sexual imagery might prompt some individuals to engage in such thoughts 
and activities where they might previously not have done so; although how exactly this might work 
is less than clear to many psychologists and it may be impossible to prove or disprove this hypothe- 
sis. The second is that children might be prompted to be sexually active at an earlier age. The growth 
of teenage pregnancy that has been observed in recent years, and which has become a major politi- 
cal issue because of its possible effects on wider social issues (such as poverty, exclusion, crime and 
education), seems to support this view. However, some experts have pointed to the earlier matura- 
tion of girls in western society, due in part to improved diet. The results of this change may account 
for earlier sexual activity among girls in a society where marriage is not maintained as a largely indis- 
putable boundary between illicit and permissible sexual activity (Biro et al., 2006). 


It is extremely hard to separate and properly understand all these factors and the chain of cause and 
effect. The rise of ‘tweenies’ or pre-teenagers as a marketing group from the 1980s onwards marked 
almost as great a wave of rebranding and remarketing as the rise of teenagers as an economic 
group from the 1950s. Undoubtedly the willingness to market what can be seen as ‘sexualised’ toys 
and clothes to this group has played a part in this process, but it could be argued that this was 
simply a response to changing sexual maturity at higher ages and greater economic prosperity. 


These debates prompt a number of observations about the way in which childhood has changed and 
our perceptions of it. First of all it is important to note that the debate is almost entirely focused on the 
sexuality of girls - there are very few concerns over the issue of male sexualisation. Whether this indi- 
cates that the real debate is simply a restatement of the problem of the ‘double standard’ or that it is 
constrained by those standards is unclear. The second observation is that most adults wish to preserve 
childhood as a separate state from adulthood, free from the problems of sex, and perhaps parents 
want this most of all. Yet it is parents who most commonly participate in the commercial sexualisation 
of childhood by buying toys or other items for their children. There is a second double standard that 
means we are inconsistent as a society over what we aim for and supply to our own children. 


REFLECTIVE ACTIVITY 3 . 4 D 


Elements of sexuality 

Consider at what age you think girls should be able to do the following. 

@ Wear makeup. 

e Wear adult fashions. 

e Listen to adult music (dealing, for example, with implied sexuality). 

e Begin dating. 

Now go through the list again for boys where appropriate. 

Compare your results. 

Do you have the same standards for girls and boys? 

Now go through once again and consider at what age you think boys and girls actually do these things. 


How close to reality are your values? 
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The shortening of childhood 


All these issues seem to suggest that the crisis of childhood is in large part about the truncating of 
the childhood experience. Most adults have a perception that childhood should be a separate and 
carefully guarded period, free from the worries of adults, in which children experience healthy and 
character-building activity, learn important skills, are protected from violence and crime and do not 
have to deal with the demands of sexuality. Yet such a view of childhood seems under threat on all 
fronts. As all these ‘adult’ concerns and problems seem to be brought to bear on children it seems 
possible to argue that childhood itself has steadily been eroded. 


The problem here is that, although the issues raised by many of these areas of debate might be real, 
what we tend to measure their effect on childhood against remains an idealised view of childhood 
as a state. The image of the Edwardian childhood, carried in classic children’s books, such as Peter 
Pan (1911), Wind in the Willows (1908) and a little later Winnie the Pooh (1926), is important here. 
This is childhood as a safe zone of imagination and play, what many wish their own childhoods were 
or wish it could be for the next generation. Yet it is manifestly a middle-class ideal, excluding the 
large numbers of working-class children whose schooling was fragmented and limited and whose 
childhood was already filled with economic and other concerns. It is also a very male world and in 
reality the assumption of patriarchy and of male superiority seriously limited the freedom of the 
childhoods of even middle-class girls. Finally, as a brief examination of any handful of considered 
biographies from this period will show, even for middle-class boys, reality rarely matched up to an 
ideal. Just like children of all ages, some suffered ill health, some anxieties and some abuse. In fact, 
it rapidly becomes clear that there never was a golden age of childhood, that it has never matched 
up to our current ideals and, sadly, almost certainly never will. 


The issue of when childhood ends seems to show this very clearly. At the moment the recognition of 
the lines of demarcation between childhood and adulthood remains somewhat confused. We can 
leave school and pay taxes at 16 and begin to drive at 17, but not vote until 18 or become a 
member of Parliament (MP) until 21. British society has been unusual in lacking clear rituals that 
mark the boundaries between adolescence and adulthood, leading to some confusion and drift. 
Some elements of adulthood may have moved back into childhood, but others have moved forward. 
For example, it is still possible to marry with a parent’s consent at 16 and legal to have sexual inter- 
course, but a film of such activity is legally child abuse. This is not to say that these contradictions 
are welcome, but that the boundaries of childhood are not certain, and never have been, and they 
continue to shift, causing confusion and concern, but actually only continuing a situation that has 
been current from as early as records begin. 


When does childhood end? 


Try to think of the activity and object that best summarises your childhood experience. 


Now consider when you stopped engaging in that activity or ceased to have the object (you may of 
course still do or have both). 


Now consider what points in your life marked the transition from childhood to adulthood: this may 
include acquiring a right, skill or new sort of relationship. 


Now analyse the range of ages this suggests for the end of your own childhood. 
What is the earliest and what is the latest? 


Is this earlier or later than you might have anticipated? 
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Is there a crisis in childhood? 


To what degree then do these elements collectively mark a real crisis in childhood? The term ‘crisis’ 
is, of course, medical in origin and should denote an intense and limited period in which a patient, 
possibly painfully and uncomfortably, either conquers an ailment or suffers (perhaps fatal) the 
effects. Judged by these standards the idea that childhood is in crisis seems unsustainable. The 
changes that can be seen occurring in the lives of children may be real enough and many aspects of 
it may be regrettable, but an examination of these changes suggests that they are in fact rather slow 
and less universal than might be assumed. Changes in the health of children seem to be one area 
where social policy may actually have some impact on improving the lives of children, although 
whether wider social and cultural transformations can occur is difficult to decide with certainty. In 
education and literacy the changes are dramatic, but they are not necessarily all negative and some 
elements, such as the apparent expansion of childhood reading, may give us room for optimism. 
Violence to and by children is to be abhorred and as much as possible prevented and mitigated, but 
it simply cannot be proved that it is a new or even increasing phenomenon. The sexualisation of 
childhood is also an area that needs considerable vigilance, but it seems best to avoid knee-jerk reac- 
tions to the perceived threats and changes. It is clear that we cannot completely construct the world 
of children for them. If they are to enjoy the special nature of childhood that most adults desire for 
them, they must also be free to make some of their own choices along the way. 


SUMMARY OF KEY POINTS 


This chapter has raised a series of questions around oftentimes controversial issues and viewpoints to chal- 
lenge the ‘childhood in crisis’ thesis. The themes we have explored include childhood health and obesity, 
education and literacy, violence, and sexualisation. We have examined whether these different aspects of 
childhood contribute toward a shortening or fragmentation of the childhood experience, and question 
whether our perceptions of childhood may differ from reality. 
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4 Children and risk 


Andrew Hope 


Learning objectives 
By the end of this chapter you should: 


e understand that risk is socially constructed and politically mediated; 

e have a critical awareness of the risks facing children in contemporary societies; 

e be able to identify some differences between risk perceptions focusing on younger 
children and those related to youths; 

e comprehend that risk-taking can have positive outcomes for children. 


Introduction 


It might seem from watching television news reports or reading daily newspapers that concern with 
risk is a depressingly prevalent feature of modern existence. Fuelling anxieties, children often appear 
in such stories, frequently as victims, sometimes as perpetrators. Arguably, no age group is more 
associated with risk than children. Yet there is often disagreement as to the exact nature of a risk or 
its relative importance compared with other dangers. Indeed, if you were to ask experts to describe 
the risks that face children at the start of the new millennium, it is likely that you would get some 
very different answers. With such differences in mind, this chapter explores some of the key social- 
cultural issues related to children and risk in contemporary societies. 


Understanding risk as a social construct 


In everyday life when people talk about risk, they are often referring to the chance of loss or the pos- 
sibility of damage to themselves and what they value. This is not to deny that risk may also be 
positive (this is discussed in the penultimate section of this chapter). Yet, risk is used predominantly 
in contemporary cultures as another way of talking about danger. Western societies have become 
increasingly obsessed in recent years with the probability of damage, illness and death, with anxi- 
eties ranging from food production to global terrorism. Even mundane experiences such as using 
the internet, public travel or feeding children have been perceptually transformed into hazardous 
undertakings. Following the reporting of risks in the media there is often a deluge of opinion offered 
by experts as to the probability of a danger being realised. From this viewpoint not only is risk a neg- 
ative label, warning of possible death and destruction, but also something that can be estimated 
through the use of scientific measures. Such an approach, where risk calculations are seen as 
‘absolute truths’, has traditionally dominated in disciplines such as engineering, psychology and eco- 
nomics. From this perspective expert risk perceptions are labelled as objective, and disagreement 
with these views assumed to indicate ‘irrationality’ or ‘hostility to technology’. 


However, within the fields of sociology and social anthropology a different way of thinking about 
risk has emerged. This approach is broadly critical of claims that risk can be objectively measured, 
instead focusing on the manner in which ‘risks’ themselves are socially constructed. Much as defini- 
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tions of childhood are built up through social and political processes, so it is argued are risk percep- 
tions. Therefore, any analysis of risk needs to understand the cultural context within which it is 
generated. This might seem a somewhat strange assertion. Yet, people do not always agree on what 
should be labelled as risky. Consider the example of teaching about homosexuality in UK schools. 
Section 28 was a controversial amendment, enacted by the Local Government Act 1988, which some 
people believed prohibited local councils from promoting gay relationships as normal. Until its 
repeal in November 2003, many staff in local education authority controlled schools feared that dis- 
cussing gay issues with students might lead to prosecution. The amendment was at least partly a 
response to right-wing groups’ fears that discussing homosexuality in schools might undermine 
‘moral values’ and ‘traditional family structures’. In this context, the risk was perceived to be the 
threat to public morality and conservative values. However, opponents labelled this as a human 
rights issue, suggesting that the amendment was tantamount to persecution. Here the risk was seen 
to arise from the amendment itself, which it was argued threatened individuals’ rights and liberties. 


Such conflicts can arise not only from political and ideological disagreements, but also from broader 
cultural differences regarding what passes for appropriate and acceptable behaviour. Indeed, the 
social anthropologist Mary Douglas suggested that as knowledge is never value-free, debates about 
risks always involve questions of cultural meaning and political position. In short, risk is always social 
(Douglas and Wildavsky, 1982). This is not to deny that ‘real dangers’ exist but rather to suggest that 
each subculture or society elevates some risks to a high point while depressing or ignoring others. 
Therefore risks are not ‘given’ but rather selected through social processes. Decisions as to what 
becomes labelled as a ‘risk’ and which risks then form the focus of concern are political. Indeed the 
privileging of certain risks offers an indication of the sort of communities and societies in which 
people wish to live. Being able to control what gets labelled as risk and encourage others to accept 
this viewpoint is a position of power, especially as competing claims often exist. 


School dinners in the UK 


The battle for better school dinners in the UK was brought to public attention when celebrity chef 
Jamie Oliver revealed the poor state of children’s diets in the 2005 television series Jamie's School 
Dinners. As a response to subsequent media coverage, public pressure and political concern, the UK 
government sought from autumn 2006 to restrict the sale of ‘junk foods’ in state schools, while prom- 
ising additional rules to encourage healthy eating among children (Department for Education and 
Skills, 2005). In one school in South Yorkshire two mothers rebelled against what they saw as ‘food 
fascism’, reportedly passing chips, burgers and fizzy drinks to children through the school railings. 


Now consider the following questions. 


e From the viewpoint of those campaigning for healthier schoo! meals what risks might be posed 
by ‘junk food’? 


@ Why do you think the mothers in South Yorkshire reacted in the manner in which they did? 


e The head teacher of the South Yorkshire school expressed surprise that this story attracted such 
attention when he noted that at the same time there were people dying on the front line in Iraq. 
What does this statement suggest about differing views of risk? 


e Why do you think the UK government primarily focused on the risks posed by ‘junk food’ in 
schools rather than at home? 
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Children and ‘danger’ 


It has already been suggested that risk can be defined as the possibility of damage or loss and that 
decisions regarding which risks to focus upon are political. Nevertheless, it is still essential to con- 
sider the risks that spring to mind when thinking about children and danger. It would seem sensible 
to start by suggesting that children might face those risks that threaten all people regardless of age. 
Yet, while certain risks such as poor diet, bullying or sexual abuse might affect adults as well as chil- 
dren, there is a tendency in contemporary society to see children who are subjected to these dangers 
in a different light from adults experiencing similar threats. This partly reflects the view of children as 
innocents who need protection from the adult world. Such a perspective lends itself towards treat- 
ing children as part of a ‘minority group’, that is individuals who are excluded from adult activities 
and treated in ways that minimise their agency. Arguably, in conjunction with children’s rights argu- 
ments, such views resulted in many countries signing the United Nations (UN) Convention on the 
Rights of a Child in 1989, to protect children’s welfare. As there is a separate Universal Declaration 
of Human Rights built into the UN charter, it might be asked whether risks exist that are particular to 
childhood. A short answer would be that since risks are socially constructed, dangers might develop 
that are seen solely as endangering children. However, a more insightful observation might be that 
the important differences reside not in the actual risks but rather in the adult view of the nature of 
childhood in contemporary society. 


While accepting that risks are selected through social processes it is still possible to think about dan- 
gers in terms of hierarchies. Thus it might be feasible to label injecting heroine as a greater risk than 
neglecting schoolwork. However, it is always necessary to think about who has categorised the ‘risk 
hierarchy’. Indeed, a criticism that is sometimes levelled at social research into childhood is that 
much of what is written is an adult interpretation of children’s social worlds. Here lies the danger of 
failing to understand children’s actions from their perspective. Instead, a tendency may exist to 
interpret events from an adult viewpoint, adopting an ‘adult-centred’ outlook. Acts that might seem 
irrational in the adult world may well make perfect sense when seen through a child’s eyes. Indeed it 
is worth noting that children often generate or moderate their own risk perceptions in response to 
their social environments. For example, research into internet use in schools has shown that while 
staff label a whole range of activities as ‘risky’ for children, including accessing pornography, using 
chat-lines and viewing race-hate sites, students are largely unconcerned about such things, instead 
focusing on the risk of been caught misusing the Internet (Hope, 2007). This suggests that it is nec- 
essary to privilege children’s own worlds as real, distinct places and listen to their voices (the 
so-called tribal child approach). 


Focusing upon risk-taking, Abbott-Chapman and Denholm (2001) carried out research among 
almost 1,000 school children in Tasmania, Australia, in an attempt to establish some form of risk 
hierarchy. The risks identified by students ranged from sharing needles to sunbathing without sun- 
screen. Students were subsequently asked to rank these risks and perhaps unsurprisingly those 
labelled as very high risk, such as hard drug use, were found to be activities that few students partic- 
ipated in. Some of the main research findings are listed in the following activity. 


Children and risk hierarchies 


Very high perceived risk/very low participation 
Sharing needles, injecting heroin, snorting cocaine, taking speed/ecstasy 


High perceived risk/low participation 
Drunk driving, sniffing glue, starving / slimming 
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High perceived risk/moderate participation 
Sex with a partner not well known, hitch-hiking, leaving home (even temporarily), sex not on the 
pill, sex no condom, driving without a licence 


Moderate perceived risk/fairly high participation 
Drop out from school considered, speeding, shoplifting, body piercing, accessing Internet pornogra- 
phy, smoking marijuana, gambling 


Low perceived risk/high participation 
Watching X-rated videos, smoking cigarettes, binge drinking, sunbathing without sunscreen, wag- 
ging classes, drinking alcohol 


(Abbott-Chapman and Denholm, 2001: 290) 


e@ Read through the various ‘dangers’ listed above and identify two risks that you would place in 
either higher or lower risk categories. 


@ Why would you re-categorise these two risks and what exactly do you think is the nature of the 
potential harmful outcome? 


èe This research was carried out among 15- to 17-year-olds. How do you think the risk hierarchy 
might change if the views of younger children were considered instead? What new risks might 
appear in such a list? 


Thinking globally about childhood risks 


It is worth noting that being a child is a very different experience across cultures. While there may 
exist some common ground, the risks faced by children in western societies are not necessarily the 
same as those that threaten children elsewhere in the world. Sometimes this is a reflection of cul- 
tural differences, other times it is a product of economic exploitation and political unrest. Thus while 
child labour has largely disappeared in economically developed countries, it is estimated that there 
are 400 million children working in poorer societies. Although concern might be rightly expressed 
about the physical and social dangers faced by children working long hours under harsh conditions, 
it should be recognised that the possibility of starvation is often also a great risk. While poverty and 
starvation are risks that some children still face in western society it should be recognised that in 
countries subjected to famine, floods or war the scope of the problem is often much greater. In par- 
ticular, armed conflicts have blighted children’s lives in many parts of the underdeveloped world. It is 
estimated that globally half of the war refugees are children. In numerous countries, boys and girls 
are recruited as soldiers by armed forces. While the numbers recruited and used in hostilities are dif- 
ficult to quantify, research suggests that around the world some 300,000 child-soldiers are exploited 
in over 30 conflicts. Lest the thought arise that these risks exist only in politically unstable societies it 
is worth noting that the UK has been criticised for allowing boys to join the armed forces at 16 and 
to fight at 17. After all, the UN Optional Protocol to the Convention on the Rights of the Child on 
the Involvement of Children in Armed Conflict (2000), which entered into force on 12 February 
2002, sets 18 as the minimum age for direct participation in hostilities. Other risks to children have 
deep roots in cultural and historical traditions. Thus early marriages are pervasive in a number of 
countries in Africa and South Asia. Consider the following example: 
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Child marriage in India 


While marriages of girls under the age of 18 and boys younger than 21 is illegal in India it is claimed 
by human rights activists that forced marriages of children, especially in rural areas such as 
Rajasthan, are not uncommon. Economic reasons are often cited for this activity with poverty 
stricken parents being persuaded to part with daughters, while richer ones seek to foster alliances 
with the intent of keeping property and money within families. It is argued that such marriages may 
protect children from unwanted sexual advances. Yet, child marriage can impact negatively on 
health, particularly through premature pregnancy and domestic violence, as well as restricting life 
opportunities, such as educational possibilities for girls. 


Now think about the following questions: 
@ Why might some parents in India not consider child marriage a risk? 
@ Why do you think child marriage may disadvantage girls more than boys? 


@ It is claimed that some police ignore child marriages, failing to arrest the parents responsible, 
especially in poor communities. Why might this be the case? 


From innocence to dangerousness 


Historically there was no conception of childhood as a separate stage of the life course, with chil- 
dren simply being absorbed into the adult world as soon as they were capable of survival. It was 
only from the late Middle Ages in Europe, following moral pressure from the Church and the 
Protestant Reformation, that children came to be seen as either innocents and objects of affection, 
or odd moral creatures capable of evil disposition. This perceptual dichotomy of children as either 
innocents in need of protection or dangerous individuals in need of taming has persisted. In contem- 
porary western society, competing discourses of children at risk and the ‘dangerous’ child have often 
been approached through a deconstruction of the concept of childhood itself and the reclassifica- 
tion of ‘later childhood’ as youth. While children are often defined in national and international law 
as those under the age of 18, a range of rights and responsibilities is enshrined in legislation for 
those who are younger. In the UK, it is widely assumed that under a certain age young people are 
not legally responsible for their actions. In England and Wales this age of criminal responsibility is 10 
(8 in Scotland). Some social commentators have suggested that this age can be defined as the end 
of ‘innocent’ childhood and the start of youth. Yet others have defined the concept of youth in 
terms of ‘teen consumer culture’, suggesting that the age of 12 might be the end of childhood. 
Although there is value in such distinctions, it should nevertheless be recognised that they may neg- 
lect the actual life experiences of young individuals. 


There is a strong association in public imagination between the concepts of youth and risk. While 
youths in modern industrialised societies may be seen as experiencing a range of dangers and oppor- 
tunities unknown to previous generations (particularly with regards to education, employment and 
lifestyle) there is a tendency to focus on this group as engendering risk, a source of delinquency and 
deviant subcultures (Furlong and Cartmel, 1997). As criminologist John Muncie points out, while 
‘child’ and ‘adult’ are largely neutral terms, ‘youth’ usually evokes emotive and troubling images of 
uncontrolled freedom, irresponsibility, vulgarity, neglect, deprivation or immaturity (Muncie, 1999: 3). 
Partly this is because of the perceived marginal nature of youths, no longer labelled as ‘innocent’ chil- 
dren but yet to achieve the assumed ‘social maturity’ of adulthood. Belonging to neither of these two 
supposedly ‘stable’ social groups, they are perceived as offering a potential threat to social order. 


Despite a tendency towards the conceptual polarisation of ‘innocent children’ and ‘dangerous 
youths’ in the mass media, social reality is not so clear cut. With regard to internet use in UK schools, 
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research has shown that staff who expressed concern about students accessing unsuitable material, 
including online pornography, hate sites, bomb/drug making websites and sex chatlines, did not 
always make interpretations as to who was at risk purely on the basis of age (Hope, 2006). Although 
there was some tendency to interpret younger students’ risky internet practices in terms of the cor- 
ruption of ‘impressionable’ minds, while the inappropriate online activities of youths were labelled 
as ‘dangerous’ to staff authority and school image, these viewpoints were not rigid. Indeed, in some 
cases, such as with websites providing instructions for bomb/drug production and the use of chat- 
lines, youths were seen to be at risk. Factors other than age, such as life experience or prior 
knowledge of the students involved, influenced staff risk perceptions and in such cases youths were 
not always seen as a homogenous body. 


Yet this is not to deny that there is a connection between youth and crime. Whether judged by offi- 
cial statistics or self-report studies, the peak ages for involvement in criminal activity predominantly 
lie in the teenage years. A significant proportion of such offences falls into the category of what is 
known as ‘volume crime’, that is everyday property crime and anti-social behaviour. Property crime, 
which includes domestic burglary, theft from a person or vehicle and criminal damage, is not just 
concerned with the event of robbery but also the distribution of stolen goods. In spite of concerns 
about young people and property crime it is the second subcategory of ‘volume crime’ that has 
caught media attention. As a backlash against perceived ‘yob culture’ Anti-Social Behaviour Orders 
(ASBOs), were first introduced in the UK by the Crime and Disorder Act 1998, later strengthened in 
England and Wales by the Anti-Social Behaviour Act 2003. ASBOs are civil orders made against a 
person who has been shown to have engaged in acts which caused, or were likely to cause, distress 
to other individuals. In practice the orders may prohibit any behaviour and can result in custodial 
sentences. Children’s charities have expressed concern that almost half of all ASBOs are issued 
against juveniles (those under 18 years of age). Although ASBOs are often used in an attempt to 
combat serious deviant behaviour, it has been argued that the system can also make criminal the 
behaviour of youths that would otherwise be lawful. Consider the examples in the following exercise: 


Young people and ASBOs 


There is little restriction on what a court may impose as the terms of an ASBO or what can be desig- 
nated as anti-social behaviour. Occasionally this results in the somewhat bewildering criminalisation 
of seemingly mundane activities. For example, following the issuing of ASBOs, two teenage boys 
from Manchester were banned from wearing one golf glove, a 13-year-old was forbidden from using 
the word ‘grass’, while a 17-year-old was prohibited from using his front door. More recently ASBOs 
have been used to ban two brothers in Newport, South Wales from wearing ‘hoodies’ (hooded tops). 
While ASBOs have also been issued to deal with more serious anti-social behaviour, there is little evi- 
dence that they work and some researchers claim that youths view them as a badge of honour. 


e Charities have expressed concern that the use of ASBOs on children is becoming ‘entirely rou- 
tine’. What do you think are the risks of such a problem? 


e ‘Hoodies’ have created controversy after bans in some shopping centres, pubs and schools. 
Should the law be used to restrict the wearing of such clothing? Why? What is the perceived risk? 


@ What do you think is meant when researchers claim that ASBOs are seen as a badge of honour 
by some youths? 


e Briefly consider whether juveniles should be treated in the same way as adults in the criminal jus- 
tice system. Why? 
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None of this is to deny that children do commit crimes. Indeed not only are they the victims of a range 
of crimes, but also upon occasion they are the perpetrators of offences against their own age group. 
Consider the form of physical assault, which became known as ‘happy slapping’. This craze, which 
reportedly started in South London in 2004, involved physical assaults (initially slapping, although later 
incidents escalated to arson and murder) being recorded on video mobile phones. Teachers’ unions 
pointed out that the name was inappropriate and that the attacks, which appeared to be predomi- 
nantly perpetrated by and against children, should be considered as acts of bullying or physical assault. 


Children and representations of risk in the media 


In examining childhood, risk and the media, two issues are of particular relevance, namely how risk 
is presented to children through the media and in what manner those under the age of 18 are por- 
trayed to audiences. Understanding how the mass media presents risk is an under-researched area, 
although there is recognition that some hazards are ignored while other more dramatic incidents are 
exaggerated. The sociologist Roy Boyne has suggested that the language of risk within the media is 
not rigorous, making it difficult to form judgements from the information provided (Boyne, 2003). 
This is especially true of magazines aimed at the youth market, which only tend to deal with risk in 
terms of manufactured and impossible dilemmas. This should hardly be surprising if one considers 
that magazines aimed at this age range are predominantly concerned with superficial entertainment 
rather than serious reporting. Most ‘news’ aimed specifically at the child market on television tends 
to be packaged in formats that include a variety of other non-news items. In part, this probably 
reflects the view that if children want to watch news they will watch the pre-watershed news pro- 
grammes offered to adults. However, there are some notable exceptions in the UK such as 
Newsround, a long-running BBC news programme made especially for children. While attempting to 
inform younger viewers about current events this programme has not shied away from discussing 
risk stories and thanks to new technology, such as the internet, has sought to encourage children to 
offer their own views. 


Reporting risks to children 

e Visit the BBC Newsround website at http://news.bbc.co.uk/cbbcnews/default.stm 
@ What age range do you think this material is aimed at? Why? 

e Select one story dealing with something that could be labelled as a risk. 


@ How does the coverage and discussion on this website differ from that on other sites dedicated to 
adult news coverage? Links to adult newspapers can be found at http://dailynewspaper.co.uk/ 


e How would you explain these differences? 


Relatively little attention is paid to children as media consumers; rather the focus tends to be on how 
they are portrayed and reported. Whether in television soaps or stories in tabloid newspapers, repre- 
sentations of children tend to be polarised around the child at-risk/‘dangerous’ child dichotomy. 
Sociologists have pointed out that older children are somewhat prone to be the focus of ‘moral 
panics’. Sociologist Stanley Cohen, in his classic study of the reporting of bank holiday disturbances 
between rival gangs of young people, mods and rockers, suggested that the media exaggerated, dis- 
torted and sensationalised events, while making gloomy predictions about the future of society 
(Cohen, 1972). Central to Cohen's discussion of ‘moral panic’ and the various revisions of this theory 
that have emerged over the years is the concept of scapegoating. This is the process of unjustly pro- 
jecting public fears and blame onto marginal groups. In Cohen's words, such groups become ‘folk 
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devils’. Douglas (1966) suggests that concerns about danger and impurity often focus around 
boundaries. These boundaries, both social and physical, are areas of unease, spaces filled with 
menace. As youths occupy such a threshold position, between childhood and adulthood, perhaps it 
is unsurprising if they become the focus of anxiety, with their behaviour or beliefs being ‘demonised’ 
by the mass media. In short, the ‘moral panics’ related to children reveal more about the fears and 
prejudices festering within adult society than they do about the actual risks posed. 


Risk and pleasure 


As the social anthropologist Mary Douglas notes, in early modernity risk was used in terms of calcu- 
lable probability, allowing for the possibility that risks could be ‘good’ as well as ‘bad’ (Douglas, 
1992: 23). While the concept of a good risk seems to have largely disappeared, with risk in contem- 
porary society often acting as a synonym for danger, there nevertheless exists a counter-discourse, 
drawing upon social-cultural literature, which stresses the benefits of risk-taking (Lupton, 1999: 
148). Additionally, there is a huge commercial market aimed at younger people that seeks to pack- 
age and sell products glamourising or simulating risks, such as ‘gangsta’ rap music, action films, 
manga graphic novels and violent video games. Each of these issues will be considered in turn. 


Social research that examines the perceived positive outcomes of children’s risk-taking activities 
tends to stress emotional engagement, identity formation and skilled performance. Risk can be excit- 
ing, offering individuals a way to transcend the routine banality of everyday life. This argument finds 
resonance with writings within cultural criminology, which stress that some children engage in ille- 
gal activities, such as fighting in public, vandalism or under age drinking, to relieve boredom and 
engender an emotional rush (Presdee, 2000). Partaking in dangerous activities may also develop a 
child’s sense of identity, through allowing experimentation that goes beyond the individual’s every- 
day environment, developing a positive reputation as ‘daring’ or creating a ‘communal spirit’ among 
like-minded souls. As individuals start to realise their own sense of identity in childhood, it is unsur- 
prising if some choose risk as a tool to develop their self-image. Essential to much risk-taking activity 
is skilled performance and the illusion of control. While young people may indulge in dangerous 
behaviour in private, if they wish to be acknowledged by their peers then they either need to relate 
entertaining stories of these events or, more likely, engage in public performance. Risk-taking before 
an audience of peers is likely to generate greater appreciation if the act itself or the presentation is 
skilful. Consider the example of ‘backyard wrestling’, where youths engage in theatrical staged 
fights, using highly dangerous moves which they lack the training to execute safely. Here the risky 
performances go beyond those friends watching the events, with footage of the fights often 
recorded and posted on specialist websites. 


In recent years, there has been an increase in the commodification of risk. That is the (re)production, 
packaging and selling of goods or services that are intended to engender emotion through associa- 
tion with risk. As everyday life becomes less engaging for some individuals, daily excitement becomes 
an essential ingredient of consumer culture (Presdee, 2000). Many of the resultant products and serv- 
ices are aimed directly or indirectly at youth markets. From rap music glamourising extreme violence 
and casual sex, to video games allowing individuals to play the role of armed criminal (the Grand 
Theft Auto franchise), murderous death-row inmate (Manhunt) or assassin (the Hitman series), the 
packaging and selling of risk is big business. Another noticeable trend in recent years has been the 
glamourising of risk, hurt and humiliation though entertainment programmes such as Jackass and 
Dirty Sanchez. It is worth noting that children’s consumption of some of the more extreme media 
may be age prohibited, yet there is a consensus that they still seem to be able to acquire such prod- 
ucts. Neither does the merchandising stop there. It is possible, through franchising and advertising to 
wear, drink and eat items associated with risk. This is not to make a judgement as to the value of 
such products but rather to acknowledge their existence in child consumer culture. 
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SUMMARY OF KEY POINTS 


In considering childhood and risk from a social-cultural perspective a number of useful insights can be gained 
regarding the nature of risks, the issue of who is at risk and whether all risks are merely negative. These 
include the following. 


> In contemporary societies, risk is most commonly used to refer to danger, the chance of loss or the 


possibility of damage, but it may also have positive connotations. 


> Risks are not ‘given’ but rather are selected through social processes, with decisions as to what 


becomes labelled as a ‘risk’ and which risks to focus upon being political. 


> It is important to avoid an adult-centred view of the world and realise that children often generate 


or moderate their own risk perceptions in response to their social environments. 


> Nevertheless, a consensus on risks may develop among children, making it possible to consider 


hierarchies of risk. 


> Being a child is a very different experience across cultures, with young labourers, early marriages 


and child soldiers not uncommon in some countries. 


> From the late Middle Ages, a perceptual dichotomy has persisted of children as either innocents in 


need of protection or dangerous individuals in need of taming. 


> There is a strong connection between youth and crime, as the peak ages for involvement in crimi- 


nal activity predominantly lie in the teenage years. 


> Youths are sometimes ‘demonised’ in the media, providing the focus for the creation of ‘moral 


panics’ through negative reports that exaggerate and sensationalise risks. 


> Risk-taking can have positive outcomes for children, including fostering emotional engagement, 


facilitating identity formation and providing opportunities for skilled performances that challenge 
boundaries. 


> The commodification and marketing of risk to children is big business. 
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Part 2 


Childhood and 
youth development 


D The origins of human 
behaviour 


Rob Toplis 


Learning objectives 
By the end of this chapter you should be able to: 


@ understand how behaviour contributes to survival; 

è understand that behaviour patterns are complex and interrelated; 

@ recognise how an understanding of animal behaviour contributes to an 
understanding of human behaviour; 

@ be aware of some of the recent uses of technology in our understanding of learning 
and the brain. 


Introduction 


This chapter explores some of the biological background to behaviour that may help to provide 
insights into the behaviour of human beings. In doing so it reviews some of the ideas and terms that 
arise from recent history and contemporary work in an attempt to answer questions such as the fol- 
lowing. Do humans share similar behaviour to other animals? What is instinct? What is learned 
behaviour? What happens in the brain during learning? Can learning change? Although a study of 
animal behaviour may provide valuable insights into our own behaviour, the danger here is that it is 
sometimes tempting to use our own perceptions and human cultural values in attempting to explain 
our observations of animals. There may be common drives for these behaviours but the contexts and 
responses, mediated by different neural pathways, may be very different. For example, the wagging 
tail of a pet dog may be perceived as pleasure or friendliness to us but may have a very different 
meaning in the brain of the dog. Similarly, chimpanzees in the Gombe National Park in East Africa 
display various grinning expressions that we might think are signs of happiness but most of these 
signal fear or excitement (van Lawick-Goodall, 1971). As Hinde (1974: 4) points out: No animal has a 
culture involving symbolic values, beliefs and norms of behaviour which even approaches that of our 
own species. 


Needs and survival 


The theory underpinning animal behaviour is Darwin's theory of evolution (Darwin, 1968), often 
summarised as ‘survival of the fittest’. It is based on the natural selection of those living things that 
are the best adapted for survival in their environments. Darwin's theory is in contrast to an earlier 
theory by Lamarck (Roberts et al., 1993) suggesting that characteristics acquired from life could be 
passed on to the offspring. The classic example is that of the evolution of the giraffe’s long neck. 
According to Lamarck, the giraffe evolved a long neck because over the course of their lives they 
stretched their necks to reach the leaves at the tops of trees and this characteristic was passed on to 
their offspring. Using this same logic, dogs with docked (removed) tails would pass this characteristic 
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on to their offspring so that all their pups would be tailless. However, Darwin's theory explains the 
long neck of the giraffe as being the result of animals that arose with longer necks that made them 
more successful at surviving and they then passed on these characteristics to their offspring. 


Darwin's theory was based on his own extensive observations of animals and plants, and in subse- 
quent studies of their structures and functions, observed both with the naked eye and through the 
microscope. However, as the science of genetics developed, our understanding about the genetic 
code of deoxyribonucleic acid (DNA) and its effect at the molecular level has provided a wealth of 
evidence to support evolutionary theory. Evolution can also explain the behaviour of different ani- 
mals as that which enables their survival and consequent reproduction in their natural environments. 
The study of animal behaviour has not only contributed to our knowledge of the natural world but 
has also provided valuable insights into human behaviour and learning. 


What do animals, including humans, need for survival? At the basic level is the need for food, water 
and shelter, needs shared by both humans and other animals. At another level is the need to be safe 
and to reproduce and rear offspring. Maslow's (1970) hierarchy of human needs (Figure 5.1) goes 
further and distinguishes needs in order of importance so that basic physiological needs form the 
broad base that must be satisfied before other, higher needs can be taken into account. The needs 
of concentration camp prisoners, for example, will focus first on the needs of food and warmth 
before they are able to think of higher needs of love and belonging or self-esteem. Similarly, children 
in school are unable to focus on the higher needs of understanding and knowledge or aesthetics if 
they are hungry or frightened. 


Self-actualisation 


Aesthetic needs 


Understanding and knowledge 


Self-esteem 


Love and belonging 


Safety 


Physiological 


Figure 5.1 Maslow's hierarchy of needs 


The need for self-esteem has two sub-sets (Child, 2004): firstly, the desire for strength, achievement 
and confidence and secondly, the desire for attention, reputation and appreciation by others. An 
individual moving into a new and unfamiliar area of the country usually concentrates on satisfying 
and consolidating their housing needs (safety) and their more immediate needs of the family, job and 
social life (belonging) before seeking the self-esteem needs of, for example, a desire for status and 
prestige by standing for a local election. The higher needs of understanding and knowledge involve 
the acquisition of information and the exploration of ideas and making sense of them, and those of 
aesthetics the appreciation of shape, order and beauty. Self-actualisation is the desire to achieve the 
individual's potential; clearly this involves the individual realising what their potential can be and this 
process may be helped by ‘informed others’ such as teachers, parents and friends. This highest need 
depends on satisfying all the needs lower down in the hierarchy; a realisation of this is important for 
anyone seeking to develop human beings. 
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Observing human behaviour 


Unobtrusively observe a family member or friend for a few minutes. Note their behaviour carefully, 
from eye or hand movements to facial expressions, and suggest any survival advantages these might 
provide for prehistoric humans. 


Nervous systems and behaviour 


Having discussed the evolution of behaviour and the needs of animals, including humans, it is now 
worth considering the biological systems that control behaviour. Animal behaviour relies on co-ordina- 
tion of body activities via hormonal and nervous systems. An overall ‘systems’ organisation is shown in 
Figure 5.2 where a change in the environment, a stimulus, is detected by receptors. If the change is in 
the external environment, these receptors are often sensory organs that may detect sound, light, 
touch, smell or taste. If the change occurs within the animal’s body, the receptors may detect chemical 
changes, pressure or temperature. Information from these receptors is then relayed to an integrator - 
usually the central nervous system - which processes the information and relays it in turn to effectors, 
often muscles, which in turn produce a response, resulting in an action. 


Stimulus 
Change in 
environment 
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Receptors 
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Integrator 
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Effectors 


$ 


Response 


Figure 5.2 Stimulus-response system 


Take, as an example, the aggressive behaviour shown by a domestic dog. In this case the change in 
the external environment may be an unusual noise, possibly made by an intruder. This noise provides 
a stimulus which is detected by the dog's acute hearing organs. This information, via nerve impulses, 
then travels to the brain where it is integrated. This integration may involve a match with familiar 
and memorised noises or the noise may be perceived as unusual and threatening. In the latter case, 
information, again via nerve impulses, may pass to the muscles of the throat, ears and hair - the 
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effectors — which produce the familiar response of an aggressive dog with flattened ears, raised back 
hair and growling. This process is summarised in Figure 5.3. 


Stimulus 
Unusual noise 
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Receptors 
Hearing organs 
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Integrator 
Brain 


+ 


Effectors 
Muscles 
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Response 
Raised hair, 
flattened ears, 
growling 


Figure 5.3 Stimulus-response system example in the domestic dog 


With some actions there may be shorter pathways within the central nervous system that produce 
more rapid responses. These reflex actions are automatic, outside our conscious control and contribute 
to survival. In lower animals such as the earthworm the touch reflex causes the worm to retreat into its 
burrow; in higher animals reflex actions include swallowing, vomiting, coughing and blinking. 


Instinct 


The word ‘instinct’ is often used to describe inherited behaviour patterns that are genetically prede- 
termined and do not require practice or learning. Using the idea of ‘nature—nurture’, instinct is the 
nature while environmental influences are the nurture. Instinctive behaviour has particular survival 
advantages for animals with short life spans or with little parental care, compared with those ani- 
mals that need to learn new behaviours to survive in changing environments. However, the word 
‘instinct’ is not a very helpful term in understanding animal behaviour because behaviour is a great 
deal more complex than a simple ‘hard-wired’ response; indeed, some psychologists prefer not to 
use the term ‘instinct’ at all (Smith et al., 2003). 


There are three main problems with the term ‘instinct’. Firstly, there is the influence of the environ- 
ment on behaviour: growth and behavioural development are influenced by the external environment 
which provides food, water and experiences that may interact with genes to determine the exact 
course of development (Smith et al., 2003). The precise contribution of genetic and environmental 
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factors in the nature-nurture balance varies from case to case. For example, hair colour is largely 
inherited whereas spoken language has a predominantly environmental input. The song of the 
chaffinch is an example where both components are at work. If young chaffinches are reared in isola- 
tion they still, instinctively, produce a song of about the right length and number of notes but lacking 
a melody that is recognisable from that of chaffinches recorded in the wild. Chaffinches reared in 
groups produce a song that is identical to all the others. This imitation, which serves as a social signal, 
is an example of an environmental contribution to behaviour. The example of the chaffinch song is 
limited to one species; it is ‘species-characteristic’ (Barnett, 1967: 172). Similar environmental influ- 
ences have been seen with cross-fostering of two species of tits, blue tits and great tits, where the 
social rearing influenced the song-learning process (Johannessen et al., 2006). Other examples of 
environmental influences are evident with animals such as ducks, geese and deer where they will 
show imprinting by following their mother from shortly after birth or hatching. It appears that the 
following behaviour is instinctive but which mother to follow is learned. In his classic work with grey- 
lag geese, Lorenz (1970) demonstrated that newly hatched goslings would imprint on humans if they 
were taken directly into human care at hatching. 


A second problem is that instinctive behaviour may not be observed at all unless there is the appro- 
priate stimulus that can trigger the particular behaviour. In the case of the three-spined stickleback, 
the stimulus is the red belly of the male during the breeding season that triggers aggressive behav- 
iour in other males; experiments using coloured models are also able to elicit this aggression (Hinde, 
1974). In the case of a number of bird species, the gaping beak of the chick showing distinctive 
throat patterns provides the stimulus that triggers feeding behaviour by the adult bird. The third 
problem is that there may be some confusion between reflex actions and instinct: a young child may 
suck any object in its mouth or demonstrate a grabbing response of the hands. It is not easy to 
determine if these are reflexes or examples of instinctive behaviour. 


There is some debate as to whether humans show instinctive responses, despite the use of phrases 
in our language such as ‘acting on instinct’. Child (2004) reports the views of Lorenz that humans 
have a parental instinct where the sight of a doll elicits parental behaviour in female children. The 
cues that release this behaviour are thought to include the doll’s short face, chubby cheeks and large 
forehead. Child (2004) also reports Tinbergen’s (1951) views that patterns of locomotion, sexual 
behaviour, sleep, food seeking and parenthood are instinctive in humans. 


An experiment - logic or instinct? 


Ask a friend to name a favourite example of an everyday food or drink. This should normally 
be something from a cup or bowl such as tinned fruit, soup, tea, squash, etc. Invite them to 
try some with you but just before they put anything into their mouth, get them to pause, as 
you need to stir the contents of the bowl or cup. If you stir with anything which is associ- 
ated with toilets or bodily functions — such as a toilet brush or nail file but which not yet 
been used for the purpose, what is their response? Do they logically work out that the item, 
being as yet unused, is harmless or do they refuse the food and drink? Is a refusal an exam- 
ple of instinctive or learned behaviour? 


Learning 


So far there has been some limited discussion about the role of learning in terms of the contribution 
of environmental factors to behaviour and to the survival advantages for animals living in changing 
circumstances. Many animals survive by being able to learn new behaviours as a response to chang- 
ing environmental conditions. Many of these changes in the environment influence access and 
availability to basic needs such as food, water and shelter. One example includes elephants learning 
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and remembering information about sources of water and where to forage. Research into the domi- 
nance relationships in elephant groups in East Africa (Archie et al., 2006) shows that the groups are 
dominated by older, larger females rather than smaller, younger ones and that this competition may 
be because some resources that are critical for elephants are rare or can be usurped, including water, 
minerals, rubbing posts or high-quality foods. An older, dominant female is more likely to have 
learned and memorised the geographical location of these resources and can help maintain the sur- 
vival of the group in more difficult times. Other examples include rats learning about new or novel 
sources of food and early humans learning about the movements of prey animals during different 
seasons. Clearly, being able to learn new information about the environment and responding by 
changing behaviour can reduce the risk of death and even extinction. At this stage the discussion 
focuses on learning in more detail by looking at the ways in which animals learn by imitation, trial 
and error and insight learning. 


Many animals learn by observing their parents or group members and imitating their behaviour. The 
previous examples of birdsong involve imitation, as do the responses of escape or crouching by 
many small and potential prey animals to the sight of a hawk in flight. The food preferences of some 
herbivores, and young cats observing their mother killing mice, may be behaviours learned by imita- 
tion. Manning and Stamp Dawkins (1998) mention the unique case of tits opening milk bottle tops 
by the 1960s as an example of imitation behaviour. However, behaviour is complex and observation 
and imitation behaviour can be indicated only with large samples where animal B observes animal A 
performing a behaviour which A has previously learned and B solves the same problem more quickly 
(Barnett, 1967). Imitation may also be seen in higher animals where simple tool use and grooming 
may be learned by imitation in chimpanzees. Imitation in human babies between the ages of six and 
twelve months is an important aspect of learning where they will copy adults’ hand and mouth 
actions (Smith et al., 2003). A variation on learning by imitation is sometimes seen in young children 
where they may imitate their parents’ responses to certain perceived threats such as dogs and spi- 
ders, even to the extent of the parent actively teaching the child to show caution or fear. 


Trial and error learning relies on attempting alternative pathways until a successful one is chosen 
that offers a reward to reinforce the successful choice. Rats learning successful routes in mazes may 
build up a chain of right and left turn responses that finally leads to a reward. Unsuccessful routes 
are reduced over time so that achieving the successful solution becomes increasingly quicker. A child 
solving a number problem might have to make a number of unsuccessful trials before reaching the 
correct solution (Child, 2004). In some circumstances, a punishment such as pain may reinforce 
learning: children often learn to avoid picking up hot objects by trial and error. 


Insight learning, sometimes thought of as ‘intelligence’ or the ability to think, is usually shown in the 
highest animals, the primates. This has been demonstrated with captive chimpanzees where they 
have shown insight in being able to stack boxes to reach bananas suspended from the ceiling, and in 
the wild with chimpanzees of the Gombe National Park in Tanzania with tool use and tool making. 
The Gombe chimpanzees were observed to form probes to obtain termites and to make simple leaf 
sponges to obtain rainwater (van Lawick Goodall, 1971). Under laboratory conditions, chimpanzees 
have shown self-recognition in mirror reflections and have demonstrated insight by practising decep- 
tion to obtain food. Again under laboratory conditions, a chimpanzee called Washoe was taught sign 
language; the researchers claimed she could string several signs together to convey meaning, an 
example being ‘water bird’ for a swan (Smith et al., 2003). Human insight learning, or the ability to 
‘think things through’, has made us one of the most flexible and successful species on the planet. 


Social behaviour 


There is such a variety of social interaction in many species of animals from ants to gorillas that it 
would be impossible to cover even a fraction. As a result, this discussion will concentrate on the 
behaviour of primates (monkeys, apes and humans), and chimpanzees in particular, as they are one 
of our closest relatives and it is possible to draw both parallels and contrasts with human behaviour. 
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Social behaviour has been shown to be particularly important in the early development of young pri- 
mates. Rearing under extreme conditions of social deprivation has marked consequences on the later 
development of behaviour. For example, young Rhesus monkeys, reared in the absence of their par- 
ents, develop abnormal behaviour such as panic when exposed to unusual sights and noises, 
clinging to inanimate cloth objects and unusual behaviour patterns with other young Rhesus mon- 
keys. Clearly the lower levels of safety and love and belonging from Maslow's (1970) hierarchy of 
needs have not been met in these socially deprived monkeys. 


Primates have been observed to show a rich set of social behaviour. Like humans, chimpanzees have a 
large repertoire of gestures, facial expressions and sounds. Van Lawick Goodall (1971) observed many 
of these over a long period and has been able to describe the precise expressions and calls, and the 
contexts in which this behaviour is exhibited. Grinning shows variation from a full open grin with 
upper and lower teeth showing, indicating fear or excitement during and after an attack where a 
high-ranking male displays close to a subordinate, to a full closed grin expressed when the individual 
is less frightened. Other facial expressions include a ‘display face’, a ‘play face’ and a closed grin that 
may be used when a low-ranking chimpanzee approaches a superior. Van Lawick Goodall (1971) sug- 
gests that this closed grin may have an equivalent in the human nervous or social smile. These facial 
expressions may be associated with a range of sounds from high-pitched squeaking, whimpering and 
screaming to hoots, barks and grunts. In addition, chimpanzees also exhibit the social behaviours of 
grooming, aggressive charges and sexual behaviour. Direct parallels in humans may not be obvious 
except that humans also rely on a range of expressions and sounds to communicate emotion. 


What is the purpose of this advanced level of communication? At one level, communication can aid 
social interaction in helping to maintain cohesion and reduce internal strife within the group. Many 
animals exhibit a social ranking system where there is a hierarchy of dominance. Although this hier- 
archy may change from time to time, this is not a continual process and the ranking system helps to 
avoid constant group friction and anxiety by using a number of different body signals, such as 
grooming and facial displays, to maintain the hierarchy with the least amount of aggression. In 
addition, a hierarchy helps with the defence of the group and can ensure preferential mating with 
the dominant individuals. Aggression, whether initiated by physiological changes such as changing 
hormone levels or by external stimuli such as visual ‘triggers’, carries with it risk factors for the 
animal. One risk is that aggressive behaviour tends to use up energy which at times of poor food 
supply may be debilitating, a situation seen with some deer species where males may lose body 
weight due to constantly chasing away rivals during the mating season. Another risk is that of per- 
sonal injury; this is frequently avoided by using signals rather than direct aggression. In chimpanzees 
these signals may be aggressive involving staring, head jerking, raising arms, hunching shoulders, 
swaggering, stamping, shaking branches, throwing rocks or vocal threats. Alternatively, submissive 
behaviour may include crouching, reaching out, whimpering, screaming or presenting the rump. 
With both aggressive and submissive behaviours, the risk of injury is greatly reduced and the social 
ranking of the group is maintained. Parallels with human behaviour are not easy as humans tend to 
be more complex with a set of social or cultural norms that reduce aggressive behaviour but animal 
behaviour studies point to human responses such as a reduction in proximity, frustration and fear 
(imagined or observed) as ways of reducing aggression (Hinde, 1974). 


Observation of chimpanzee behaviour has yielded information about the importance of grooming, 
both between members of a family group and between members of different families, as a way of 
maintaining bonds (Van Lawick Goodall, 1971). Recent research (Mitani et al., 2002) indicates that 
strong social bonds not only develop between members of the same kinship group but also between 
unrelated male chimpanzees. It appears that these unrelated males develop and maintain alliances 
with members of the same age and rank, with one explanation for this behaviour being that the 
group structure and constraints limit the number of kin with whom male chimpanzees can co- 
operate: these alliances therefore develop between non-kin members. The alliances are themselves 
maintained by social behaviour such as proximity of individuals, grooming and meat sharing. 
Although it may not be useful to make direct comparisons with human behaviour, parallels may exist 
with, for example, the notion of ‘personal space’ in human cultures where familiar alliance members 
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do not pose a threat to the invasion of personal space that strangers might. Although meat sharing 
behaviour has been suggested as a way of maintaining male group alliances, Gilby (2006), from 
observations of Gombe chimpanzees, did not find evidence that male chimpanzees swap meat for 
grooming or social allegiance. Gilby postulates that meat sharing is an example of ‘tolerated 
scrounging’ where the male chimpanzees observed chose to share rather than suffer the costs 
imposed by persistent beggars (Gilby, 2006: 961). Studies of animal models, such as chimpanzees, 
may provide useful insights into the origin of sharing in humans. 


Obtaining meat by wild chimpanzees is one example of hunting behaviour observed at Gombe. 
Group members will actively communicate using a wide range of calls during the hunt where their 
target victims may be a number of species of monkey and even young bushbucks or bush pigs. Van 
Lawick Goodall (1971) has described this behaviour which is initiated by subtle body movements 
and slightly raised hair of one of the more dominant males that in turn causes the other chim- 
panzees in the group to stop resting and grooming and move to station themselves close to trees 
that would provide escape routes for the intended victim. 


The hunting seems to be a much more deliberate, purposeful activity and often at such times 
the different individuals of a chimpanzee group show quite remarkable co-operation. 


(Van Lawick Goodall, 1971: 183) 


Partially linked to hunting behaviour is territorial behaviour. Observations of chimpanzees show that 
they live in communities that contain adult males, females and immature individuals and that mem- 
bers associate in groups that vary in size and composition over time. Encounters between individuals 
of neighbouring communities are typically hostile with males defending territories by responding 
aggressively to intruders and patrolling the boundaries of their own territories and entering those of 
neighbours. Mitani and Watts (2005) report that there is considerable variation in the frequency of 
patrolling and that factors such as hunting activity, fruit availability, intruder pressure and the pres- 
ence of females available for mating may affect patrolling behaviour. During these patrols, 
chimpanzees may kill or be killed by neighbours. Although patrolling may be advantageous in 
expanding territory size and with it food supply and reproductive success, these patrols are likely to 
be dangerous and costly. These costs are reduced by patrolling in large groups and by specific 
patrolling behaviour that differs from the normal group social behaviour of chimpanzees. 


The social behaviour of non-human species, particularly chimpanzees, is often unique in maintaining 
their social order and using the survival advantages of this to obtain food and reproductive success. 
Although questions remain, there may be parallels here with human behaviour, including some of the 
more sinister aspects of our own species’ behaviour. 


Thinking about aggression in humans 


From your own experience, consider children’s behaviour at the following stages: toddler (around 2 
years), at nursery school stage (4 to 6 years) and early teens (12 to 14 years). What kinds of aggres- 
sive behaviours may be shown at these stages and how is this aggression reduced within the culture 
you are familiar with? 
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Observation of different types of animal behaviour has provided ways of understanding our own 
behaviour. We now turn to human learning, how the brain works during learning and how this 
learning can change. 
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Images of the working brain 


The relatively new field of neuroscience covers the study of the nervous system and brain, and the 
biological basis of consciousness, perception, memory and learning. As such it is interdisciplinary in 
nature, drawing on information from biology, psychology and social and cultural studies. Some of 
the findings from neuroscience may be in conflict with some of our preconceptions, for example the 
notion of pre-determined learning styles. Firstly, the brain has three main regions: the lower brain 
that controls basic sensory and motor functions such as smell and movement; the limbic brain that 
deals with biological rhythms, memory and emotions; and the neocortex that controls thinking, rea- 
soning and language use. Secondly, the brain is not a computer — it is not ‘hard wired’ and can 
change. Stroke victims provide evidence for this where they are often able to regain much of the 
speech and co-ordination they had before the stroke damage. Thirdly, the brain changes with use 
where mental concentration and effort can alter the brain's physical structure — if we consider the 
millions of nerve endings with their chemical transmitters it is possible to imagine the countless 
number of arrangements and connections. 


With new developments in technology it is possible to map certain regions of the brain associated 
with different functions. Previously, the only way of being able to determine which areas of the 
brain were associated with certain functions was by using a ‘deficit model’: a polite reference to 
localised brain damage and its observable effects on behaviour and understanding. In addition, with 
the new technology it is possible to get a dynamic view of brain activity as it is working. The new 
technologies work externally to the brain and include electroencephalography (EEG), which records 
the electrical activity of the brain by using electrodes fixed into a scalp cap, and functional magnetic 
resonance imaging (fMRI) which is able to scan the brain and measure changes in blood flow to 
show which areas are active. Using these technologies, cognitive neuroscientists are able to investi- 
gate changes in the brain under experimental conditions that may involve memory, interest, 
attention, spatial awareness, language and mathematical reasoning. A number of examples is men- 
tioned here to give some idea of the possibilities for this technology. 


The first example is concerned with reading and dyslexia. fMRI studies indicate that certain areas of 
the brain are involved with reading but that these areas differ between young and adult readers. 
Correlations between brain activity during reading and reading ability ascertained from standardised 
tests show increased involvement of the left temporal and frontal regions of the brain, associated 
with phonology and semantics, as reading develops. However, studies with children with develop- 
mental dyslexia, those who fail to learn to read normally although of average intelligence and 
educational opportunity, show less activation of some brain regions when compared with typically 
developing readers. Remedial work on phonological skills and letter-sound conversion can normalise 
the situation but studies have been conducted only with reading English; there is some evidence of 
different brain areas being used with mature readers of other languages (Goswami, 2006). 


A second example of the application of neuroscience is with understanding number and dyscalculia 
which occurs when a child experiences unexpected difficulty in learning arithmetic despite adequate 
schooling and social environment. Goswami (2006) reports an EEG study that showed that when 
five-year-olds perform a number comparison task (such as ‘is 4 larger/smaller than 5?') they show 
similar effects to adults but that their reaction times show they were three times slower to organise 
their responses. This slow acquisition of calculation ability with this age group may have implications 
for primary education. Work using fMRI studies with children with dyscalculia is at an early stage but 
there is a suggestion that those with poor number processing skills may need to be assessed for 
damage to the parietal region of the brain (Dowker, 2004). 


A third example of brain imaging concerns children with short attention spans, particularly those 
with attention deficit hyperactivity disorder (ADHD) who pose particular challenges in school class- 
rooms. EEG results from ‘attention trained’ and control groups of four-year-olds are reported as 
showing a ‘hint of an effect’ (Goswami, 2006: 5) but this research is still at an early stage. 
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These limited examples illustrate some of the applications of cognitive neuroscience to learning; 
there are many more that deal with emotion, musical ability, spatial memory and social cognition. 
These examples also show that some areas of neuroscience are still at an early stage of research and 
development: much further work on brain imaging in cognitive neuroscience is needed. Some of 
those involved in education and educational policy have a tendency to jump on the bandwagon of 
new ideas if they perceive them to provide rapid solutions for improvement. Some current examples 
of these may be about the domination of the left brain over the right brain or the identification of 
preferred learning styles such as visual, auditory and kinaesthetic (VAK). There needs to be an 
increased awareness by educators of the importance of this evidence-based work in neuroscience if 
it is to be applied, and some of the popular but over-simplistic applications of neuroscience to edu- 
cation are to be viewed in a critical light (Geake and Cooper, 2003; Goswami, 2006). 


Can learning be accelerated? 


In recent years there has been an interest in thinking skills as an approach to problem-solving, verbal 
reasoning and critical thinking. Research in science education and later in mathematics and technol- 
ogy education has shown that using intervention strategies can accelerate learning. The cognitive 
acceleration through science education (CASE), cognitive acceleration through mathematics educa- 
tion (CAME) and the cognitive acceleration through technology education (CATE) (Kings College, 
2006: online) are research and development projects informed by the theories of Piaget (Inhelder 
and Piaget, 1958) and Vygotsky (1978) on children’s learning. The teaching strategies prepare pupils 
at the preliminary stage by introducing the problem and terminology (concrete preparation), chal- 
lenge students’ current level of thinking (cognitive conflict) and encourage them to construct 
knowledge together (social construction), think about their own thinking (metacognition) and trans- 
fer ideas and approaches to new problems or contexts (bridging). CASE intervention strategies at 
ages 11 to 13 have been shown to increase grades in examinations at age 16 in science, mathemat- 
ics and English by moving children on from Piaget’s concrete operational stage, based on 
description, to a formal operational stage that involves more abstract thought and reasoning. CASE 
materials, for example, include understanding variables, proportionality, probability, correlation, clas- 
sification and modelling (Keele University, 2006a). Although cognitive acceleration or thinking skills 
approaches are not just limited to CASE, CAME and CATE as other schemes have been used, includ- 
ing philosophy for primary pupils, these have found favour in a large number of secondary schools 
and have been taken up by several local education authorities as part of their school improvement 
agenda (Keele University, 2006b). Unlike some initiatives in education, cognitive acceleration is firmly 
based on a body of research evidence. 


SUMMARY OF KEY POINTS 


In this chapter we have reviewed the survival needs of animals and the survival and social needs of humans. 
We have discussed the problems with defining behaviour that is genetic or instinctive and that which results 
from learning. In particular, we have considered the complex interplay between the effects of instinct and the 
environment. The area of social behaviour, so important to our own species, has been compared and con- 
trasted in the context of other animals, principally our nearest primate relative, the chimpanzee. We have 
reviewed the contribution of neuroscience to understanding human learning and some of its current problems 
and, finally, have looked at ways in which learning can be accelerated. 
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6 Social and emotional 
development 


Paula Zwozdiak-Myers 


Learning objectives 
By the end of this chapter you should be able to: 


e recognise individual differences in patterns of attachment behaviour; 

e understand how early experiences of attachment behaviour relate to feelings of 
(in)security across an individual's life span; 

e understand how temperamental differences interrelate with attachment 
behaviours and parental (in)sensitivity; 

e recognise how children come to understand, and respond to, the feelings of others 
and how to regulate their own emotions. 


Introduction 


The first part of this chapter examines attachment theory and provides the basis for coming to 
understand how children’s emotional worlds are shaped by their experiences. The influence of tem- 
perament on behavioural style and the relationship of temperament with attachment and parental 
(in)sensitivity are introduced. It then draws upon research findings from prominent theorists to 
explore how emotion is used to shape children’s development of understanding and ‘theory of 
mind’ and how emotions can be regulated. The chapter presents Mead’s theoretical perspective on 
the importance of children’s play experiences in coming to develop a concept of self, along with the 
growth of social competence in coming to understand the perspectives of others. 


Attachment theory 


One of John Bowlby’s goals in developing his theory of attachment was to position some of 
Sigmund Freud’s insights about early childhood experiences and relationships in a scientifically 
defensible framework. He challenged Freud’s assumptions that infants were totally dependent and 
organised their behaviour around purely instinctive drives, replacing them with notions that infants 
were competent, innately interested in their environment and could exercise some control over man- 
aging their behaviour. 


Ideas proposed by theorists (e.g. Harlow and Harlow, 1969; Van Lawick-Goodall, 1968) as to how 
such animal behaviours as bonding, hunting, protecting and nurturing their young influence pat- 
terns of attachment, particularly those of primates, are also significant to Bowlby’s theory. He 
believed that individual differences in the quality and quantity of care provided by caregivers would 
inevitably give rise to differences in development and to emergent secure or insecure control sys- 
tems. Bowlby hypothesised that proximity of a young child to his/her primary caregiver or 
attachment figure was the principal function of this control system, one that is driven by the basic 
human need to form close affectionate bonds (Maslow, 1970). 
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Regarded by many theorists as the founder of attachment theory, Bowlby (1969/1982) describes 
attachment behaviour as a ‘motivational control system’ that aims to promote feelings of security 
and safety in early infancy and childhood through a child’s relationship with his/her primary care- 
giver or attachment figure. Attachment behaviours such as clinging, shadowing, searching, calling 
and crying are observable outcomes of this inner system that is triggered and becomes activated in 
times of illness, tiredness, distress, danger and exploration: times when the young child will actively 
seek contact with and proximity to a specific caregiver. Attachment can therefore be viewed as a 
special type of social relationship that involves an affective bond; this is a major developmental mile- 
stone in the young child’s life. Importantly, it is also the context within which the young child learns 
to regulate emotion (Sroufe, 1996). 


Individual differences in attachment behaviour 


Research suggests that how the primary caregiver responds to the young child in situations, as 
described above, rather than characteristics that are distinctive to each child (e.g. temperament), will 
shape attachment behaviours of the child as s/he develops along with expectations concerning 
future attachment relationships. Crowell and Treboux (1995), for example, report that the caregiver 
who is available, responsive, comforting and protective when danger or stressful situations present 
themselves promote attachment behaviour. This enables the young child to explore his/her environ- 
ment, under normal circumstances, with confidence and security in light of the knowledge that the 
primary caregiver is there should the need arise. In broad terms, sensitivity by the caregiver in 
responding to the young child’s needs results in secure attachment whereas insensitivity gives rise to 
insecure attachment. 


Mary Ainsworth, also a prominent theorist and pioneer of attachment theory, observed mother-child 
relationships and documented their interactions and behaviours. With colleagues (Ainsworth et al., 
1978) she designed the Strange Situation Procedure (SSP), detailed in Activity 6.1 to determine how 
much trust young children aged 12-24 months placed on the accessibility of their attachment 
figure. Observations were categorised in terms of how well the young child used the caregiver as a 
secure base for exploration and was comforted by the caregiver following episodes of separation. 


The Strange Situation Procedure 


Read through the following protocols and procedures for the Strange Situation Procedure (SSP). For ethi- 
cal reasons a child can be withdrawn from the SSP at any stage if showing signs of extreme distress. 


Key: M - mother or caregiver; C - young child; S — stranger 


Approximately 20-minute session undertaken in a comfortably equipped room and divided into the 
following episodes. 


1. Mand C in room, C explores for 3 minutes. 


2. S enters, sits for 1 minute, talks to M for 1 minute and gets onto the floor to play with C for 1 
minute. 


3. M leaves, S plays with C then if possible withdraws, up to 3 minutes. 

4. M returns, S unobtrusively leaves, M settles C and then sits down for 3 minutes. 
5. M leaves, C is alone for up to 3 minutes. 
6 


. S returns, attempts to settle C then if possible withdraws, up to 3 minutes. 
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7. Mcomes in, S unobtrusively leaves, M settles C and sits down. 
Identify at least three potentially stressful components encountered by the young child. 


Drawing from your own experience how do you believe a young child with whom you are familiar 
would interact in the above strange situation episodes? 


Support your response with possible reasons. 


Ainsworth et al. (1978) identified three different patterns of attachment behaviour and labelled 
these: insecure-avoidant (A); secure (B); and insecure-ambivalent (C). Some years later, studies by 
Main and Solomon (1990) recognised a fourth category: insecure-disorganised (D). Characteristic 
behaviours of each category include the following. 


A Insecure-avoidant: children who do not appear to be distressed and either ignore, avoid or 
pull away from the caregiver upon reunion. 


B Secure: children who either actively seek proximity to their caregiver when reunited or 
acknowledge them from a distance with a wave or smile, openly communicate their feel- 
ings of distress and readily return to exploration. 


C Insecure-ambivalent: children who combine strong contact (and often hostility) with 
resistant contact, or remain inconsolable and are unable to return to exploration. 


D Insecure-disorganised: children who exhibit a range of undirected behavioural responses 
such as freezing, head banging and hand clapping and appear disorientated by producing 
conflicting motivations, e.g. even in the presence of the caregiver they demonstrate the 
desire to escape from the situation. Experiences of physical/sexual abuse and severe neglect 
are often associated with this pattern of behaviour. (Cichetti and Beeghly, 1987) 


Secure patterns of attachment are demonstrated when young children both seek and receive comfort, 
reassurance and protection in times of danger and distress. When the child reaches away to explore, s/he 
does so with confidence and knowledge that the caregiver will provide a secure base of protection. 


Insecure patterns of attachment (avoidant, ambivalent, disorganised) are demonstrated when young 
children seek comfort, reassurance and protection in times of danger or distress and the response 
received from the caregiver is rejection or inconsistent, even threatening, behaviour. Feelings of anxi- 
ety arise as the young child becomes uncertain and confused as to the responsiveness of the caregiver 
should problems arise. To reduce this anxiety, young children frequently develop strategies to comple- 
ment the behaviour of their attachment figure so that they can function within that relationship. In 
terms of the insecure-avoidant pattern of attachment (e.g. where the young child’s attachment 
behaviour has regularly been responded to by rejection), when the child experiences a stressful or 
dangerous situation s/he will avoid looking at the attachment figure and does not seek contact. This 
particular strategy reduces the potential occurrence of rejection and feelings associated with distress 
(Main and Goldwyn, 1984). By way of contrast, the /nsecure-ambivalent pattern of attachment (e.g. 
where the young child’s attachment behaviour has been responded to with inconsistency by the 
attachment figure) has been found to give rise to heightened attachment behaviour by the young 
child (Cassidy and Berlin, 1994). 


To determine how secure the child feels with respect to attachment, narrative and story-stem 
approaches are frequently used. George and Solomon (in Howe et al., 1999) gave children a story 
line to complete and dolls of ‘mummy and daddy’ to use, to measure how the child feels about 
being left with a babysitter when parents go away for the night. Insecure-avoidant children acted as 
though everything was fine and that they were secure, not allowing feelings of anxiety or concern to 
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show. Secure children were found to express concerns about being left that became readily resolved 
upon the parents return. /nsecure-ambivalent children found difficulty in expressing emotional per- 
spectives and recounted stories of what they do when their parents are away. Positive joyful 
experiences were often exaggerated as compared with negative distressing experiences that were 
frequently ignored. Insecure-disorganised children were apt to introduce an element of fear into 
their narrative, yet were unable to resolve the situation, as parents had been perceived as physically 
and emotionally unavailable. 


Parental influence on attachment patterns 


There is an assumption that, as the young child develops, the stability of the attachment pattern will 
be influenced by continuity or discontinuity of parental care. Bowlby (1969/1982) suggests that if an 
attachment pattern undergoes any form of transformation in childhood, it should reflect a corre- 
sponding change in the quality of child—parent interactions. 


It could be argued that a mother has a natural bond with a child immediately following birth yet the 
father must establish a bond after the child is born. Research by Klaus et al. (1995) has shown that 
fathers who have early contact with their newborn develop a strong attachment with them in the 
months following birth. Early patterns of attachment observed between mother-child and 
father-child have shown some notable differences. Geiger (1996), for example, reports that, during 
mother-child interactions, the mother was viewed as nurturing and affectionate towards the child. 
During father-child interactions, however, the father was viewed as having a more physical relation- 
ship with the child, one that is associated more with affiliation and play. These observations raise 
some important questions, for example: 


@ To what extent does the gender of the caregiver/parent influence patterns of attachment with the child? 


@ To what extent does the gender of the child influence patterns of attachment demonstrated by the 
caregiver/parent? 


The quality of marital relationships between parents has been shown to affect the security of a 
child’s attachment to parents. Markiewicz et al. (2001) found that marital conflict or dysfunctional 
relationships influenced the attachment security of children and adolescents to the mother, in that 
the effectiveness and responsiveness of her parenting was significantly reduced, and to the father, in 
that his physical and emotional availability was lessened as he became marginalised within the 
family and distanced from the children. Some adults elect to stay together ‘for the sake of the chil- 
dren’ yet it must be remembered that children have their own issues as they develop that need to be 
nurtured. The loss of a parent can also disrupt parent-child attachment bonds that Furukawa et al. 
(1999) suggest could lead to future impairments in an individual's capacity to establish relationships. 


A new way of approaching attachment is developed during adolescence. Allen and Land (1999: 319) 
suggest that attachment bonds between parents and adolescents are treated by many adolescents 
more like ties that restrain than like ties that anchor and secure, and a key task of adolescence is to 
develop autonomy so as no longer to need to rely (as much) on parents’ support when making one’s 
way in the world. It is important to note that the relationship between parent and child is not less 
significant during adolescence, rather it changes as the adolescent's goal is to seek more autonomy. 
Weiss (1982) notes that adolescents who show autonomy-seeking behaviour are usually those who 
have a positive relationship with parents and feel secure in their explorations as they have confi- 
dence that parents are always there for them. Adolescent development is explored more fully in 
Chapter 8. 
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It is beyond the scope of this chapter to consider in depth the wealth of research studies and litera- 
ture that further understanding as to the innumerable determinants of caregiver/parent-child 
relationships and attachment (in)security. Belsky (1984), however, presents a process model that suc- 
cinctly distinguishes between three important major influences. 


1. Psychological resources of the caregiver/parent — the quality of ‘working’ models or internal 
representations of relationships (translated into sensitivity and responsiveness of parenting skills as 
opposed to child abuse and neglect); stability of mental health and personality traits (negative influences 
include aggression, anxiety, suspicion); and, importantly, their developmental history. 


2. Contextual factors and sources of support — partner, relatives, friends and significant others; social, 
health and educational network of professional organisations; socio-economic status. 


3. Characteristics of the child — temperament; maturation; emotional sensibility; individual learning and 
developmental needs. 


Working models or representations of attachment 
relationships 


A central developmental strand in attachment theory is the hypothesis that early child-parent rela- 
tionships are prototypes for love and romantic relationships in later adult life. Building upon 
Freudian perspectives, Bowlby strongly argues that child—-parent interactions are continuous in the 
sense that personal experiences gained are recycled and will feed back into the attachment behav- 
iour system. For example, child-parent relationships not only affect the development of individual 
personality characteristics, but moreover play a central role in the translation of family patterns 
across generations (intergenerational transmission) and subsequent patterns of family organisation. 


Working models, or representations, of attachment relationships can be viewed as affective/cogni- 
tive constructs that develop during behavioural interaction and communication between the young 
child and his/her principle caregivers. Individual differences, as identified above, emerge through the 
expression of attachment behaviour within the context of attachment relationships. Patterns of 
attachment initially reflect expectations about the principle caregivers’ likely responses to various sit- 
uations. The young, developing child abstracts from these expectations a set of assumptions as to 
how close relationships function and how they are used in stressful situations and everyday life. 


An individual's model of attachment incorporates assumptions about the roles of both child and 
caregiver in relationships and even when the models of self and other have become distinct, they 
represent obverse sides of the same relationship and cannot be understood without reference to 
each other (Bretherton, 1985: 12). 


Bowlby (1980: 55) considers that both the nature of the representational models a person builds 
and how attachment behaviour becomes organised are 


the results of learning experiences that start during the first year of life and are repeated 
almost daily throughout childhood and adolescence ... both the cognitive and action compo- 
nents ... become so engrained that they come to operate automatically and outside 
awareness. 


Working models that develop as a result of recurrent experiences and interactions with attachment 
figures are presumed to act as a filter for later experiences and relationships. When expressed this 
way, they can be viewed as prototypes. Main (1991), for example, found that a protective strategy 
drawn upon in the case of insecure representations often involves the exclusion of certain informa- 
tion from awareness as an adaptation to attachment figures that were found to be inconsistent 
and/or unresponsive. 
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These affective/cognitive constructs provide the basis for action and behaviour in a range of situa- 
tions. In principle they can be revised and reconstructed once significant attachment relationships 
have been experienced. Bowlby suggests that, in adult life, patterns of attachment can change when 
the development of formal operational thought (Piaget, 1976) is combined with the influence of new 
emotional relationships. Individuals at this stage of development should have the capacity to reflect 
upon and reinterpret the meaning behind past and present experiences (Crowell and Treboux, 1995). 


Bowlby’s conceptual metaphors (Bretherton, 1985) of working models or mental representations led 
to a shift in attachment research from earlier initial observations of young children’s behaviour 
toward assessments that seek to identify cognitive and emotional underpinnings of the attachment 
behaviour system across an individual's lifespan. His constructs are important as they: 


@ help us to understand the effects of early experience on subsequent behaviour and development; 


@ provide a mechanism through which an individual's subjective view and experience can be seen to 
influence behaviour and development; 


@ help to explain attachment responses in new situations; 
@ provide a way of understanding attachment as a link that connects people across time and space; 


e allow for a lifespan perspective of the attachment behaviour system to be realised. 


Attachment theory provides a framework not only for understanding emotional reactions in young 
children, but also a framework for understanding loneliness, love and grief in adults. Ainsworth 
(1991: 38) suggests that attachment relationships between adults can function on a range of levels 
that incorporate companionship, sense of competence, sexual bonds and shared purpose or experi- 
ence. Adult attachment relationships are distinguished between those that provide feelings of 
security and place (without which there is loneliness and restlessness) and those that provide com- 
panionship or guidance, opportunities to share common interests and experiences, feelings of 
alliance, assistance and competence and opportunities to feel needed. 


Hazan and Shaver (1987) adapted patterns of childhood attachment to adult romantic relationships. 
They suggest a developmental programme in the acquisition of these elements across adolescence. 
In early adolescence, for example, close relationships are characterised by the desire for physical 
closeness or seeking proximity. This develops into relationships with the partner as a safe haven, 
characterised by seeking the partner in a time of need or emergency. In late adolescence, the partner 
is used more as a secure base (Crowell and Waters, 1994). 


Measuring styles of attachment 


Adult attachment is commonly measured through the Adult Attachment Interview and Self-Report 
questionnaires along two dimensions. 


e Anxiety — beliefs about self-worth and being accepted/rejected by others. 
e Avoidance - beliefs about taking risks in avoiding or approaching others. 


Access and complete the online version of the Experiences in Close Relationships — Revised (ECR-R) 
questionnaire at: http://www.web-research-design.net/cgi-bin/crq/crq. pl. 


How has this measure rated you in terms of secure, preoccupied, dismissive or fearful style of 
attachment? 


Do you believe this measure accurately reflects your attachment style? 
What has this research instrument actually measured? 
Is this sufficient in determining your attachment style? 


Discuss your views and observations with a colleague. 
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Temperament 


Bates (1989: 4) describes temperament as biologically rooted individual differences in behaviour ten- 
dencies that are present early in life and are relatively stable across various kinds of situation and 
over the course of time. The New York Longitudinal Study (NYLS) of the 1950s focused on how tem- 
peramental qualities influence (mal)adjustment during childhood (Thomas and Chess, 1977). A 
nine-dimensional framework to describe temperament was designed for use with children from 
infancy to adolescence to examine how well a child fits in at home, school and with their friends. 
The particular behaviours associated with each trait incorporate the following: 


e activity level — the amount of physical energy (high or low) a child displays; 


@ rhythmicity — the predictability and regularity of the child's biological functions (sleeping, eating, bowel 
movements); 


@ approach/withdrawal — the child's initial response to new people and new environments (positive or 
negative); 


adaptability — how the child adjusts to change (easily or with resistance); 
intensity — the energy levels of a positive or negative response (calm as opposed to excitement); 


mood — the child's general demeanour and tendency toward cheerful or stormy, happy or unhappy; 


distractibility — whether the child can concentrate and stay focused on a task or is easily distracted by 
what is happening in the environment; 


@ persistence — the child's ability to engage with a task for lengthy periods of time to finish it (attention 
span) or gives up easily when he becomes frustrated; 


e sensitivity or sensory threshold — how the child responds to change within his environment from such 
external stimuli as bright lights, texture and loud noises. 


Findings from the NYLS suggest that many infants (approximately 65 per cent) could be categorised 
into one of three distinct groups: easy (40 per cent), slow to warm up (15 per cent) and difficult (10 
per cent). The remaining 35 per cent, however, were not easy to classify using this research instrument. 


Easy infants were found to adapt readily to new experiences, have normal sleeping and eating pat- 
terns and generally display positive emotions and moods. Slow to warm up infants were found to 
adapt slowly to new experiences, yet gradually accept them after recurrent exposure, and demon- 
strate a low level of activity and a tendency to withdraw from new people and new situations. 
Difficult infants were found to have irregular sleeping and eating patterns, to be extremely irritable, 
fussy and emotional, and tended to cry a great deal. These broad patterns of temperamental quali- 
ties were found to be relatively stable throughout childhood and adolescence and were reflected 
across a range of different cultures. (To avoid negative connotations associated with the terms diffi- 
cult and slow to warm up, children that display temperament issues are now referred to as spirited). 


Recent research (Guyer et al., 2006) of children with extremely shy temperament or ‘behavioural 
inhibition’ reports heightened brain activity response to any prominent event, for example differ- 
ences in base line levels of the stress hormone cortisol, heart rate and electroencephalogram (ECG) 
compared with children who do not exhibit this trait. The researchers suggest that this kind of tem- 
perament early in life is a risk factor for subsequent development of mental disorders. Adolescents in 
the functional magnetic resonance imaging (fMRI) study that had been monitored from infancy for 
temperamental characteristics associated with behavioural inhibition were found to be more fearful 
than others, have a more severe, constant type of shyness, have difficulty in adapting to social situa- 
tions, are over-vigilant and hesitant in nature and react strongly to new experiences. 


Although many researchers consider that genetic and biological influences (nature) are determinants 
of temperament, others advocate that environmental experiences (nurture) can also shape a child’s 
temperament. Easy infants who adapt swiftly to family routines and respond well to siblings, for 
example, will encounter different experiences from those who display high levels of activity, irregular 
eating or sleeping patterns along with a low sensory threshold toward bright lights and loud noises 
such as the slamming of a door. 
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Interactions between children and their siblings and parents/caregivers can lead either to the creation 
of a harmonious household or to a stressful family life. Goodness of fit relates to whether there is a 
match or mismatch between family members and the child. For instance, a highly active child might 
frustrate a slow-paced parent or if both have high levels of intensity and physical energy this could 
result in conflict. Thus what might initially be construed a behavioural issue could be nothing more 
than a mismatch between the child's temperament and the parent/caregiver’s personality. 


It is vitally important to recognise individual differences in the behavioural tendencies of each family 
member so that strategies can be put in place to prevent or manage problems should they arise. A 
child who demonstrates inhibited behaviour, for example, with enough support can become less shy 
and withdrawn. Similarly, a child who is slow-paced can be given more lead time to get ready for 
activities or school. During the years that precede puberty, a child's temperament may undergo 
change, yet following puberty the importance of temperament is somewhat diminished as the per- 
sonality of the adolescent becomes more fully developed. 


Using a temperament scale 


Use the nine-dimensional temperament framework devised by Thomas and Chess (1977) in Figure 
6.1 to estimate where a child (*) you know well and his parent/caregiver (^) are positioned along 
the scale. 


Identify traits that match or are mismatched between them. 


Discuss whether the occurrence of match and mismatch appears to influence the interpersonal rela- 
tionship between the child and his/her parent/caregiver. 
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Emotion and ‘theory of mind’ 


A series of observational studies undertaken by Judy Dunn (1987) in natural settings focused upon 
the family interactions of pre-school children to examine how emotion was used to shape children’s 
development of understanding. Her major findings indicate the following. 


@ In emotionally charged family relationships (those wherein expressions of empathy, teasing, joking and 
humour are frequently conveyed) children gain social skills and interpersonal understanding. 


@ The ability of children to consider the feelings and perspectives of others serves both self-interest and 
empathy. By the age of 3, clear distinctions become evident in how children respond to a sibling in 
distress. For example, when the child is the source of a sibling's distress, he is likely to either ignore or 
exacerbate the situation further whereas if another factor caused the sibling's distress, he is more likely 
to provide comfort and reassurance. 


@ As language evolves, communication channels are extended. Language is increasingly used by children 
to question and comment on emotions, negotiate family rules, conventions and consequences, challenge 
boundaries and discuss issues related to blame and responsibility. 


@ Individual differences of how children use language to talk about their emotions and feelings appear to 
be related to their development of social understanding. Children who engaged in play and 
conversations about feelings and relationships, for example, were most likely to succeed in tasks that 
required perspective taking. 
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Figure 6.1 Nine-dimensional temperament framework 
Adapted from Thomas and Chess (1977) 
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Dunn's findings provide insight as to how emotional understanding and social development is 
embedded within families that are emotionally charged and exhibit intimate relationships. The 
concept of ‘theory of mind’, when applied to emotion, can provide an alternative explanation 
of how children come to understand, and respond to, the feelings of others: for example, to 
what extent a child can take account of another person's perspectives in terms of beliefs (how 
they perceive a particular situation) and desires (likes and dislikes). 


Harris et al. (1987) conducted a series of studies to examine how children demonstrate their under- 
standing of emotions. Of particular interest were the more complex emotions such as guilt, pride 
and shame that cannot readily be discerned through particular facial expressions or characteristic 
behaviours, as compared with more easily discernible emotions such as happy, angry and sad. It was 
hypothesised that an understanding of the more complex emotions requires quite sophisticated per- 
spective taking. Children of different ages were presented with a range of simple (happy, angry, sad) 
and more complex (disappointed, relieved, grateful, guilty) emotion words and asked to write a 
story that reflected situations in which those particular emotions would be experienced. Findings 
revealed that for: 


e 5 year olds — simple emotions (sad, angry and happy) could be recognised within the narratives (those 
associated with particular facial expressions); 


@ 7 year olds — more complex emotions (excited, grateful, guilty, jealous, proud, worried) could be 
recognised within the narratives (those not necessarily associated with particular facial or behavioural 
expressions); 


@ 10—14 year olds — in addition to all the above, such emotions as disappointed and relieved could be 
recognised within the narratives. 


A notable extension to earlier studies (arising from the premise that judgements based solely on an 
individual’s desires and beliefs can often be unreliable) was to encourage children to enter more 
deeply into the mind of the character within the story, in other words to take an imaginative leap. 
Harris (1989: 52) suggests that pretend play can act as a powerful agent in developing children’s 
social perspective-taking skills, as it is the key that unlocks the minds of other people, and allows the 
child temporarily to enter into their plans, hopes and fears. 


George Herbert Mead's (1863-1931) theory of play has significance here as it emphasises how, 
through play, children gain an awareness of who they are. In early childhood, for example, role-play 
is important for the development of self. In this play stage, children begin to form a self by taking 
such roles as nurse, teacher, parent or sibling and within these roles direct their actions toward 
him/herself. Through the experience of team games and wider social group membership in later 
childhood, children develop a mature sense of self as social beings, and the concept of the ‘gener- 
alised other’, a generalized role or standpoint from which he views himself and his behaviour (Mead, 
1934, cited in Meltzer,1967: 11), comes to be realised. Harris (1989: 92) suggests this important 
development has arisen as the child needs to switch from seeing people simply as agents to seeing 
them as observers of their own agency, observers who assess their responsibility in matching up to 
normative standards. In other words, children need to extend their ‘theory of mind’ to embrace the 
standards of another individual alongside their own desires and beliefs. 


The cultural life of playgrounds 


Opie (1993), Sluckin (1987) and Blatchford (1994) have undertaken research into the cultural life of 
playgrounds. Their findings suggest that playgrounds reflect a culture that: 


@ is unique to children; 


@ mirrors that of adult society; 
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REFLECTIVE ACTIVITY 6.4 continued 


@ perpetuates negative behaviours associated with aggression, bullying and teasing, respectively. 


Examine each of these studies and consider the implications of their findings on children’s social 
and emotional development as they interact with others in the playground. 


Think back to your own experiences of life within the playground and consider how they relate to 
findings from the above research studies. 


Regulating emotions 


The expression of emotions is guided by display rules, or rule systems that serve as indicators as to 
what is, and what is not, considered appropriate to specific situations. Some display rules are shared 
between members of a particular cultural group within society, whereas others are more personal. 
The ability to use the display rules in order to regulate the expression of emotions develops both 
through maturation and socialisation. The former is demonstrated as children learn to temper the 
extremes of emotions experienced as the spontaneity and volatility of the infant is displaced by a 
more measured and stable demeanour (Woodhead et al., 1995: 169). The latter is demonstrated as 
children learn to channel their expression into socially acceptable behaviour and acquire coping 
strategies to deal with strong feelings. To better understand such strategies, reflect upon your own 
experiences as you work through the scenario in Activity 6.5. 


REFLECTIVE ACTIVITY 6.5 


Regulating the expression of emotions 


Scenario: It is your 15th birthday - family members have gathered and present you with a beauti- 
fully wrapped gift. Judging by its size and shape you already know it is not what you had asked for. 


@ What are your immediate feelings and thoughts? 
e@ Do you overtly express or covertly suppress these feelings and thoughts? 
e How do you react when, having opened the gift, you realise that you actively dislike it? 
@ To what extent has your overt behaviour been influenced by: 
- socially approved display rules? 
- interpersonal relationships between you and members of your family? 
— your concern about the feelings and emotions of others? 


èe /f you had opened the gift privately, would you have regulated your feelings and emotions in the 
same way? 


During any given day, children encounter a range of situations that might require them to mask their 
true feelings and conform to display rules that govern interpersonal behaviour within social relation- 
ships, for example interacting with parents, caregivers or siblings at home; a bus ride to school; time 
in the playground or queuing for lunch; lessons from a number of different subject teachers; peer 
activities within lessons that involve project work, role-play or small-group discussions. The extent to 
which children can function effectively within each of these situations will depend, in very large 
measure, upon how they interpret and understand each unique social situation. Research studies by 
Cole (1986) and Saarni (1984) into how children respond to disappointment, along with those of 
Harris et al. (1987) into how children distinguish between appearance and reality, have given rise to 
the following findings. 
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@ Children can mask their emotions from an early age. 


@ Children actively search for clues within a given situation (social referencing) to work out appropriate 
responses (display rules). 


@ The association between expressed emotion and felt emotion relies upon a child’s interpretation of a 
given situation. 


Some situations, for example coping with the trauma of loss or separation from a loved one, can 
cause profound and enduring emotional reactions within children. Traumatic loss or separation from 
an early attachment figure can influence the child's inner ‘working’ model or mental representation 
of attachment relationships that in later life can affect the child's ability to form secure attachments 
with others. Burgoyne et al. (1987: 125) report that separation and divorce are deeply disturbing as 
they demonstrate to a child that social relationships can end, even those as fundamental as the ones 
they have with their own parents. The feelings of abandonment and powerlessness can make the 
child sad, depressed and angry. In this instance, anger for a child is more complicated as it might be 
accompanied by the fear that to be angry with one or both parents may drive them away (ibid.). 
This can give rise to feelings of anger within the child that become masked; also, there may be a 
conflict between feelings of love and anger for a parent. Anger may lead a child to feel guilty for 
having bad feelings about their parents (ibid.). Some children may project their inner hurt and feel- 
ings toward siblings and peers through aggressive behaviour. This further confounds the situation as 
it could result in heightened feelings of abandonment or solitude within the child as he drives others 
away. In some cases, the child might turn the anger inwards and endure a state of depression. 


Psychoanalysts use such terms as regression, denial, repression and defence mechanisms to describe 
processes through which children manifest profound emotional experiences. During the upheaval of 
divorce, for example, some children regress to earlier patterns of behaviour that they had already 
given up as they got older (Burgoyne et al., 1987: 128). Older children may cope with the situation 
by immersing themselves in school activities; others have been shown to engage in sexual relation- 
ships and to enter marriage at an earlier age, as they prefer to escape the environment of warring 
[or] depressed parents who seem totally preoccupied with their own problems (ibid.). Clinical psy- 
chologists advocate using support groups and intervention strategies that encourage children to 
express their feelings and suggest that it may be important to provide a child with a situation or a 
person with whom they feel safe enough to air their feelings and anxieties more freely (ibid.). 
Children’s artwork is another avenue that has great potential for bringing otherwise masked and 
hidden feelings and emotions to the surface. A vibrantly coloured drawing or picture of people close 
together with smiling faces, for example, can convey quite a different message from one that fea- 
tures darkened hues of individuals strategically distanced from one another and facial expressions of 
frowns, grimaces or bared teeth. Similarly, imagery of actions within a drawing such as skipping, 
swimming, hitting or hiding and events and situations as in a family picnic, the tsunami disaster or a 
patient in a hospital room can represent important messages. The current global climate that shows 
an increasing trend of immigration, refugee resettlement and the adoption of orphans across 
nations suggests that, when working with children for whom English is an additional language 
(EAL), children’s artwork could be viewed as a vitally important medium for communication. 


Child psychologists frequently encourage children to draw a picture about some situation or event 
that might appear to be troubling them and subsequently use this as a springboard for trying to 
engage the child in dialogue about that situation or event. When children and young people are 
traumatised, getting them to open up and to talk about how they feel can be an important step in 
helping them to rationalise how they are feeling and why. Importantly, this strategy informs us 
about the experience and view of the situation from the child's subjective perspective. 


Although controversial, Nigel Parton (2004) provides a persuasive argument concerning cases of 
severe neglect and child abuse, suggesting that had strategies been in place to enable their ‘voices’ 
to be heard, the deaths of Maria Colwell and Victoria Climbié could possibly have been avoided. 
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SUMMARY OF KEY POINTS 


In this chapter, we have reviewed attachment theory and considered how individual differences in patterns of 
attachment behaviour can influence the development of feelings and emotions associated with (in)security 
across an individual's life span. Some aspects of social and emotional development, prevalent in developmen- 
tal psychology, have been explored and the role of temperament as a physiological and sociological construct 
in shaping behaviour has been introduced. How children come to understand and recognise the development 
of self and generalised other has been explored briefly. The quest to explain and understand why children, 
even within the same family, can be so very different from one another has merely begun! 
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/ Cognitive development 


Andrea Raiker 


Learning objectives 
By the end of the chapter you should: 


e understand the distinguishing features of behaviourism, cognitivism, socio- 
cognitivism and multiple intelligence theory; 

e know the principal proponents of each theory; 

e understand the importance of language in cognitive development; 

e be aware of their relationship to positive and interpretative paradigms. 


Introduction 


Cognitive development can simply be defined as the structured growth of mind. The process begins 
before birth. Once a child is born this embodiment of a new generation is subsumed within the old, 
receiving and absorbing the past and present knowledge of its culture. The child learns facts, ideas, 
beliefs and behaviours. The production and use of signs, symbols and artefacts become part of the 
child’s repertoire of individual and social accomplishments. How does this happen? Yes, the child 
learns systematically and formally as in school education, or unsystematically and informally, for 
example where children learn outside school from engagement with life, their family members and 
their peers. But how is this knowledge absorbed and retained by the mind? There are two major 
schools of thought on this, that of behaviourism and that of cognitivism. This chapter will focus on 
the latter and some of the theories encompassed by it. However, although behaviourism has been 
overtaken by cognitive theory, there are aspects of behaviourist theories that are still relevant to a 
discussion of growth of mind. Therefore this chapter will begin with a brief introduction to the work 
of four theorists in this field. 


Behaviourism 


Behaviourism is an approach to psychology based on the proposition that behaviour is of scientific 
value. It is based on the hypothesis that all learning, whether verbal or non-verbal, takes place 
through the creation of habits. 


The roots of behaviourism go back to the Enlightenment, that period in British history during the sev- 
enteenth and eighteenth centuries when science dominated philosophical thought and it was 
believed that systematic investigation could be applied to all forms of human activity. Very simply, this 
approach maintained that the only information on human activity to be considered valid was empiri- 
cal and measurable behaviours. By empirical, philosophers and scientists meant that which is the 
result of sensory experience. In other words, what was true about human behaviour could be deter- 
mined through only sight, hearing, touch, taste and smell and not through just thinking about things. 
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The most famous of the early behaviourists are Ivan Pavlov (1849-1936) and Edward Thorndike 
(1874-1949). Pavlov had demonstrated through his famous experiment with dogs, bells and food 
that actions could be determined over time (Morris and Maisto, 1999). His stimulus—response theory, 
known as classical conditioning, was taken further by Thorndike. By using an elaborate cage with 
pulleys, levers and doors and the manipulation of which cats could or could not obtain food, 
Thorndike showed that responses that are followed by satisfaction will be strengthened and 
responses that are followed by discomfort will be weakened. This is known as Thorndike’s law of 
effect. Thorndike concluded that animals learn solely by trial and error, or reward and punishment. 
Thorndike used the cat’s behaviour in the cage, described by him as a puzzle box, to explain what 
happens when all beings learn anything (Hilgard, 1964). 


You will note that there has been no mention of the cats or dogs thinking in these early experiments. 
Learning was regarded as mechanical, simply a stimulus resulting in a response, and directed 
through trial and error. 


The founder of the behaviourist school of thought was John Watson (1878-1958). He applied the 
findings of experiments on animals to humans. Among these experiments was one where he tested 
stimulus-response theory on a child. This experiment could not be carried out today because it 
would be regarded as unethical for reasons that should become obvious. The child’s name was 
Albert but he is known to history as Poor Little Albert. Albert, a child of not yet one, was given a 
white laboratory rat to hold. He was completely unafraid and happily played with the rat. Then a 
metal bar was hit with a hammer just behind his head. Albert, not unnaturally, began to cry. After a 
short interval, Albert was again given the rat, but this time just as he touched it, the metal clang 
sounded behind his head. This was repeated several times over a few weeks. Before long just the 
sight of the rat made Albert cry. In fact, anything furry - a stuffed toy, a fur coat, a Father Christmas 
beard - made Albert cry. Watson declared that this experiment successfully demonstrated the appli- 
cation of classical conditioning theory to humans. In doing so, he supported Pavlov’s and 
Thorndike’s view that mind did not have a place in learning. Watson proposed two laws (1928). 


@ The law of frequency. This stated that the more frequently a stimulus and a response are associated, 
the stronger the habit will become. 


@ The law of recency. This maintains that the response that occurs most recently after a stimulus is likely 
to be associated with it. 


As you will read below, there is no doubt that mind has a significant role to play in learning in terms 
of what is learnt, how it is learnt and how deeply it is learnt. But there are aspects of 
stimulus-response theory that can be considered to be true. For example, a basic tenet of training is 
repetition and consistency. As a teacher, | took my class to weekly swimming lessons. The children 
were taught to keep head tucked between straight, stretched arms, and legs tightly held together 
when diving into the pool. They would practise this during the session and become quite compe- 
tent. If they attended the next session, they would start at a slightly lower standard than that 
achieved the week before but would quickly make up ground and improvement would follow. 
Those, however, who missed the second session would in varying degrees have forgotten what they 
had been taught, and have to start again from a low level relative to their peers. 


Skinner (1938), like Pavlov and Thorndike, worked with animals and food. Unlike them he came to 
the conclusion that the mind had a significant role in determining human behaviour. He is remem- 
bered for formulating two laws. 


@ The law of conditioning. This states that a response is strengthened when followed by a reinforcing 
stimulus so is likely to occur again. 


@ The law of extinction. This states the opposite. 


Skinner is regarded as the founder of operant conditioning, as opposed to the classical conditioning 
formulated by Pavlov. The word ‘operant’ indicates that there is something functioning between the 
stimulus and the learnt response or conditioning. Unlike Watson, Skinner believed that the mind 
played a significant role in human learning (Skinner, 1938). From this point onwards behaviourism 
became replaced by cognitivism as the dominant theory of learning. 
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Behaviours 


The basic tenet of behaviourism is that through conditioning an event will be followed by a 
response that is predictable and measurable. Place yourself in a position where you can observe 
people. This can be at home, work, school or college or in a social setting. What predictable behav- 
iours do you see? Examples are opening a door for another person, putting litter in a rubbish bin, 
queuing at the post office. Pick two or three and try to answer the following questions. 


@ Where do you think these behaviours were learnt? 

e How are they measurable? 

@ What is the value of these behaviours to society? 

@ What is the value of these behaviours to the individual? 


© Did thinking come into the performance of these behaviours? 


Cognitivism 


As has been discussed behaviourism incorporates a scientific approach. The scientific paradigm, or 
concept of reality, that embraces the scientific approach is positivism. Learning occurs through the 
senses being stimulated and responses being conditioned and thus controlled. The truths about 
learning are discovered directly through experiment. Events and activities that are to result in learn- 
ing are created specifically for the purpose. Variables are reduced. Outcomes are the result of 
measurable observations. What is real and true is external, measurable and controllable and can only 
be accessed through the senses. 


At the other end of the spectrum, the cognitive approach claims that learning is concerned with a 
person's internal representations of the world and how these are organised in the mind. The con- 
cept or model of reality that is applicable here is the interpretative paradigm. The truths about 
learning are discovered indirectly through observation and through what is becoming known about 
the structure of the brain. Learning is happening all the time. Events and activities that are created 
specifically for the purpose may or may not result in the intended learning outcomes. Variables are 
accepted as producing the richness of individual thought and action. Outcomes can never be more 
than interpretations. What is real and true is internal, immeasurable and uncontrollable and can 
only be accessed through the mind. 


Jean Piaget (1896-1990) 


Piaget is regarded as the foremost and most dominant cognitivist psychologist in the west- 
ern world. Cognitive psychology involves the study of mental processes such as perception, 
memory and decision-making. When applied to education, cognitive psychology is con- 
cerned with the way children acquire, process and organise knowledge. His research centred 
on small samples of children, including his own daughter. Classic research practice would 
say that the findings from these studies, even though they were in depth, cannot be gener- 
alised because of the sample size. Piaget’s work has, however, been tremendously influential 
because he was the first to link children’s learning to stages of cognitive development. He 
identified schemata, cognitive structures or patterns of physical and mental behaviours, 
underlying acts of intelligence that appeared to correspond to specific ages. There are basi- 
cally four stages, though some educationalists break the second stage into two, as 
exemplified below in Table 7.1 (Jarvis et al., 1998). 
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Table 7.1 Piaget's stages of cognitive development. 


Age of child Stage Description of schemata 


0-2 years Sensorimotor Children are learning that physical actions (motor) result in 
sensed responses, that is by one or more of the five senses. 
In this can be discerned the stimulus—response relationship 
of classical conditioning. 


3-4 years Pre-operational During this stage children are egocentric. They see the 
(Pre-conceptual) world purely from their own perspective. They cannot 
‘decentre’, that is see the world from another's point of view. 


4-7 years Intuitive Children are beginning to perceive sets of things, similarities 
and differences. They are beginning to classify though this 
is not done deliberately, hence the term ‘intuitive’. 


8-11 years Concrete operational Children are beginning to think logically. They begin to 
understand that things and events can be ordered and that 
some can be reversed. They begin to classify deliberately 
and organise. 


12-15 years Formal operational Children begin to move away from things that can be 
sensed, that is that are concrete, to abstractions. 


A key aspect of Piaget's work was his belief that children needed activity in order to learn. Parents, 
teachers and other significant beings in their lives could give children information, but only when a 
child was ‘ready to learn’ would that information be learnt. Learning readiness would come through 
activity. For Piaget, the task of the parent or teacher was to set up activities that would give the child 
the necessary prerequisite information for learning. Only then would the parent or teacher be able to 
structure that information into a form that could be assimilated into existing schemata already estab- 
lished in the child’s mind. The terms ‘assimilation’ and ‘accommodation’ are important Piagetian 
terms (1967). A child is assimilating knowledge by practising or repeating something learnt. When 
that knowledge has changed the existing schemata, then that knowledge has been accommodated. 
For example, learner drivers fully concentrate on their gear changes and manoeuvres. They are prac- 
tising, assimilating what they already know but as yet the mechanics of driving have not been 
accommodated. When they have, these drivers will be able to hold conversations, listen to music or 
plan their holidays while still being in full control of their cars. Until new knowledge has been accom- 
modated the mind, according to Piaget, is not in its preferred state of equilibrium. This provides the 
motivation for individuals to keep practising a skill or a task until it is mastered. 


Piaget's perception that people construct their own learning was his great achievement. His struc- 
ture of staged development explained, for example, why children aged four can count to five but 
have to count again if the five objects are rearranged, whereas children aged seven do not. The 
attraction of Piaget’s theory was also that it gives learning consistency and predictability, particularly 
in terms of the age relationship with development. The development of numerical understanding 
could be tested and placed against the internal workings of the mind. But, as we have seen above, 
testing is an attribute of behaviourist theory. Critics of Piaget, including Margaret Donaldson (1978), 
demonstrated flaws in his testing methods. Influential educationalists such as Susan Isaacs (2000) 
cited examples of children as young as three demonstrating logical thought. A growing body of 
knowledge showed that children had difficulties with both the language and the contexts that 
Piaget used in his tests (Wood, 1998). Theorists such as Bernstein, Bruner and Vygotsky were putting 
emphasis on the fundamental importance of language and social interaction, including that of 
instruction. Nevertheless it must be remembered that these theorists built upon Piaget’s work and 
are, in a sense, derivatives as well as developments of it. 


aa 
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Piaget 


A Piagetian test that is still valid as long as no ‘age-relatedness’ is attached to it is described below. 
It is Piaget's classic conservation test to demonstrate that children had moved from the intuitive to 
the concrete operational stage. Try it for yourself. 


Find two glasses or bottles of different shapes and heights. Put some coloured water, say orange 
squash, in one of the glasses/bottles. In front of a child aged between 3 and 11, pour the coloured 
water from the first glass/bottle into the second. The water will be at a different height in this 
second glass/bottle than in the first. Now ask the child ‘Was there more water in the first 
glass/bottle or in this one?’ A child that says the amount of water is the same in each glass/bottle is 
in the concrete operational stage. A child saying that there is more water in one glass/bottle or the 
other is still in the intuitive stage. If a child can give the right answer without seeing you pouring 
between objects simply through your description s/he has reached the formal operational stage. 


Take note: your question has to be very carefully worded! 


Socio-cognitivism 


Cognitivism is defined as the structured growth of mind. The prefix ‘socio’ denotes a cultural con- 
text. The most influential of the socio-cognitivists - Lev Vygotsky, Jerome Bruner and Basil Bernstein 
- believed that the development of reasoning and learning is the result of both formal, as in school- 
ing, and informal social interactions mediated by language. Although the work of Bernstein and 
Bruner post-dates that of Vygotsky, the latter’s ideas did not influence European and American psy- 
chology until 1984 when James Wertsch edited and published a collection of essays entitled Culture, 
Communication and Cognition: Vygotskian Perspectives. Therefore Vygotsky will be discussed last. 


Basil Bernstein (1924-2000) 


Basil Bernstein was an American sociologist who caused controversy when his views on the relationship 
between socio-economic class and language were published in 1960. He argued that differences in the 
means between test scores by children from different socio-economic backgrounds resulted from the 
way language was used and structured in those groups. Children from different backgrounds learnt 
and used language in different ways. These differences were brought to school where ‘school’ lan- 
guage was used. The outcomes of this were differences in academic achievement. So cognitive 
development in terms of measurable achievement was to some degree embedded in language 
(Bernstein, 1971). 


Bernstein's ideas brought him into conflict with the theoretical theorists of the time, in particular 
with Noam Chomsky (1928-). The use and understanding of language in cognitive development is 
so important, particularly to Vygotsky, that some discussion of Chomsky’s opposing theoretical 
stance is necessary. 


Chomsky found resonance in Ferdinand de Saussaure’s (1857-1913) attempts to establish linguistics as 
a scientific discipline through systematic study. This places Chomsky firmly within the positivist para- 
digm. For Chomsky, the study of language meant the identification of the grammatical rules that 
humans use when they speak and listen. He also believed that human brains were ‘hard-wired’ to use 
and understand language (1988) through a cerebral mechanism termed the ‘Language Acquisition 
Device’. For Chomsky, language acquisition is automatic and underpinned by innate mechanisms. The 
emphasis is on similarity, identity and repetition. At the heart of this approach to semantic analysis is 
the belief that the individual words in a language are endowed with a defined set of meanings. A set 
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of rules is provided to combine them whereby the individual meanings of the words are merged to 
form the meanings of sentences. The meanings of these sentences are then combined to form the 
meaning of speech or text. Speakers use a fixed stimulus—-response code to communicate whereby 
standardised grammatical forms are linked to fixed meanings such as those provided by dictionaries. 
Chomsky recognised that context and personal perspective provide a background to the way language 
is used and understood, but maintained that this background is too variable to be analysed meaning- 
fully and should be disregarded. 


This literal view of language is therefore objective, constant and makes little reference to context. It 
reflects the scientific and positivist approach that produced the behaviourists. Chomsky did not 
believe that cognition and language acquisition were connected and therefore did not accept a 
socio-cognitive approach to learning. 


Goodbye! 


‘Goodbye!’ is a simple term we use frequently. Look it up in a dictionary and note the meaning 
given. Now think of how you would use this word 


e in your family home to your mother or father; 

@ in town to your friend after shopping; 

è in a classroom to your teacher or tutor after a lecture or lesson; 
@ in a pub to your boy or girlfriend after a disagreement. 


Does the dictionary definition cover all the meanings identified through your consideration of these 
scenarios? Should context and personal perspective be considered as a background to the way lan- 
guage is used and understood? 


Jerome Bruner (1915-) 


Bruner’s view of language was very different from that of Chomsky. He maintained that the trans- 
mission of meaning was rooted in pre-verbal communication which he called intersubjectivity: 


Intersubjectivity begins with infant's and mother’s pleasure in eye-to-eye contact in the open- 
ing weeks of life, moves quickly into the two of them sharing joint attention on common 
objects, and culminates a first preschool phase with the child and a caretaker achieving a 
meeting of minds by an early exchange of words - an achievement that is never finished. 
(Bruner, 1996: 57-8) 


The use of the word ‘intersubjectivity’ is interesting. It suggests the closeness of the being of mother 
and child. For the child, his/her reality is tightly bound up with that of the mother to the extent that 
for some time the child continues to think that s/he is still one with the mother. The development of 
the child appears to happen in parallel with a growing sense of separateness, of independence from 
the mother. At the same time the child develops language to bridge the gulf of separateness with 
the mother and also to create relationships with significant others, such as the father and siblings, 
and also other children and adults as his/her reality expands. 


Bruner also points to the ‘joint attention of common objects’ for the ‘meeting of minds’ through 
words. This is important for an understanding of Bruner’s contribution to cognitive development 
theory. Words are encapsulations of an individual's distilled experience, organised to varying extent 
by the patterns of grammar, and are situated, that is they have meaning according to the context in 
which they are used. The French philosopher, anthropologist and educationalist Pierre Bourdieu 
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(Grenfell and Kelly, 2001) termed the specific context where language is used at any given point in 
time as ‘field’, and the source of the distilled experience that manifested itself in words as ‘habitus’. 
So each individual child's cognitive growth results from his/her diverse and varied experiences. There 
will be overlap with the experiences of others. But an individual's experience will build on those 
already integrated into his/her being and will therefore be unique. The words s/he uses in language 
to express those experiences in whatever form, be it rhetoric, mnemonic, explanatory, directive, 
descriptive, metaphoric, ironic or metalinguistic, will also have unique meanings reflecting his/her 
cognitive development. 


That there is an overlap of meanings is undeniable. How is this achieved, given the individualism of 
language development discussed above? Of course the individual is a member of a socio-cultural 
group from the moment of birth until death. As has been discussed, the learning and use of language 
begins in the earliest days of infancy and involves interaction between the child and those caring for 
him/her and continues throughout life. This social dimension to the learning and use of language con- 
tributes to the transmission of the specific shared values, beliefs, goals and practices that define the 
culture within which the interaction takes place. Language and the cognitive development it con- 
structs and by which it is constructed cannot be separated from the culture it describes. 


Bruner (1996: 46) building on his own work (1976, also 1990) and that of Bandura (1977) contrasts 
the ‘macro’ dimension of culturalism as a system of values, rights, exchanges, obligations, opportu- 
nities, power with the ‘micro’ dimension which concentrates on how individual human beings 
construct ‘realities’ and meanings that adapt them to the system, at what personal cost, with what 
expected outcomes. Bruner argues that education - and for him that meant instruction — is an inte- 
gral part of this process, writing of education as not being an island but part of the continent of 
culture (ibid.). This suggests that the impact of language in the classroom is not only on an individ- 
ual’s understanding of words, syntax and semantics but on other more subtle influences on the 
growth of that understanding in line with the socio-cultural norms with which s/he is familiar. This is 
the ‘hidden curriculum’, an essential component determining cognitive development. 


Lev Vygotsky (1896-1934) 


Vygotsky was a contemporary of Piaget but thought very differently about language and its effect 
on cognitive development. For Piaget, language did not have a role in structuring thinking. Vygotsky, 
on the other hand, maintained that social interactivity, which included written and verbal spoken 
language, laid down mental, culturally derived structures that determined how people constructed 
their worlds. Once language has been internalised it can be used to create personal constructs of 
reality, the world perceived by the individual. In this he was following Halliday’s (1978: 24) argument 
that The construal of reality is inseparable from the construal of the semantic system in which the 
reality is encoded. This would suggest that an individual's perceptions of reality are incomplete or 
undeveloped before the mastery of the semantic system, in this country that of English, is achieved. 
Words are not simply verbal or written symbols. They form part of the thought process and their 
meanings evolve throughout life. Therefore adults and/or children will ascribe different subtleties of 
meaning, and communication could be adversely affected. 


This has important implications for anyone working with children and young people. It would 
appear that the development of a shared language is crucial for teachers and youth workers to lead 
children through their Zones of Proximal Development, a term coined by Vygotsky (trans. 1987) to 
describe the difference in learning that children could achieve alone and with the support, or scaf- 
fold in Brunerian terms, of someone more knowledgeable. These zones vary in extent according to 
prior learning, genetic factors and environmental factors. Vygotsky and Bruner, particularly the 
former, have placed emphasis on instruction in the learning process. Unlike Piaget, they are 
emphatic that teachers can make a difference to the rate of children’s learning. However, Balacheff 
(1980, cited in Hoyles, 1985) found that older children tended to judge the clearness of their expla- 
nation on the basis of how clear it seemed to themselves and not on the meaning perceived by their 
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peers. In later work, Balacheff and Laborde (1984, cited in Hoyles, 1985) found that it was discus- 
sions about the ability of peers to ‘decode’ messages which tended to push them into a state of 
mutual understanding, not the teacher’s discourse. In other words, there appeared to be a close 
relationship between learners’ successful solution of a problem and the process of searching, testing 
and agreeing the meanings of appropriate words to use in explanation to their peers. It is important 
to ascertain if this is the case with teachers, youth workers and learners. Spoken language that 
appears clear to teachers and youth workers may not produce clarity in the minds of their learners. 


Vygotsky in action 


Next time you are with a group of friends in a teaching session and you are asked to discuss some 
aspect of the lesson, sit back and listen. In most cases, the conversation will begin with someone 
either asking a question on or a restating in his/her own words of what you have been asked to dis- 
cuss. Everyone in the group will have his/her own understanding of what is to be done although not 
all will articulate it. Watch the body language! Each person in the group will also bring differing 
accounts of experiences, ideas and observations to the discussion. By the end of the discussion 
there will be some level of agreement, some shared understanding, of the task and a group 
response. This is Vygotsky in action. 


Multiple intelligence theory 


The roots of Gardner's theory of multiple intelligences lay in his rejection of the concept of a ‘g’, a 
single general intelligence possessed by all individuals that can be assessed by means of standard- 
ised written intelligence tests. Such tests are examples of the positivist paradigm applied to 
education. They suggest that the cognition revealed by them is fixed and incapable of development. 


Despite long-standing criticisms of IQ tests, their use was worldwide when Gardner's Frames of Mind 
was published in 1983. Psychometricians were still taking paper-and-pencil short-answer tests based on 
linguistic and logical abilities, originally conceived by Binet (Montagu, 1999) for a specific purpose with 
a specific sample, and applying them generally to large populations for a variety of purposes, princi- 
pally social and culturally based. In contrast to this process, where an individual's intelligence was 
obtained from the results of the tests as a single score, a fixed intelligence quotient, Gardner looked at 
the totality of an individual. He considered intelligence from a neurobiological perspective, that is that 
intelligence comes from within the individual who brings it to the time and place of manifestation. 


Gardner considered the flexibility of human development and the lessons from genetics in both indi- 
viduals and in populations. In Frames of Mind Gardner argues a rejection of the concept of a general 
intelligence and its replacement by his own perceptions of intelligence. His definition of an intelli- 
gence at this time was the ability to solve problems or to create products that are valued within one 
or more cultural settings (1983: xiv) His approach was primarily that of a psychologist, his primary 
scholarly pursuit. A grant from a Dutch foundation, the Bernard Van Leer Foundation, and the 
accompanying brief to write a book about the then current state of knowledge on human cognition 
through discoveries in the biological and behavioural sciences gave rise to Frames of Mind. Gardner 
seized the opportunity: 


To put in terms of my daily calendar, | was seeking to synthesise what I was learning in the 
morning from my study of brain damage with what I was learning in the afternoon from my 
study of cognitive development. My colleagues and | combed the literature from brain study, 
genetics, anthropology, and psychology in an effort to ascertain the optimal taxonomy of 
human capacities. (Gardner, 2003: 3) 
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The outcome was the identification of seven intelligences: linguistic, musical, logical-mathematical, 
spatial, bodily-kinaesthetic, interpersonal and intrapersonal. Gardner acknowledges that he was not 
the first to attempt to identify different facets of human intellect. In Multiple Intelligences after 
Twenty Years (2003), Gardner refers to Thurston's seven ‘vectors of the mind’, Guildford’s 150 ‘fac- 
tors of the intellect’ and Sternberg's three intelligences: the ability to order components of 
reasoning; the capacity to automate aspects of cognition to focus on the unknown or unfamiliar; 
and a practical intelligence. Neither does he claim that his seven intelligences are definitive and 
irrefutable. He recognises that There is progress and regress, fit and lack of fit, but never the discov- 
ery of the Rosetta stone, the single key to a set of interlocking issues (1983: 59). What Gardner does 
claim to be his unique contribution is that the intelligences he distinguishes are identified according 
to scientific process. He denounces a totally inductive approach and advises of the necessity of pre- 
senting a theory and then testing it (ibid.). 


A question immediately arises — how does this approach differ from those of the behaviourists? How 
can Gardner justify the positivist, scientific process in relation to his own theory but reject that 
approach when connected with the identification and quantification of 'g’? 


Gardner's basis for claiming a scientific approach lies in his calling for ... sets of intelligences ... 
which meet certain biological and psychological specifications in his search for an empirically 
grounded set of faculties (1983: 61). This is certainly redolent of behaviourism. However, the cer- 
tainty of positivism in terms of discrete and identifiable outcomes is missing from Gardner's work. 
He recognises he might fail in his endeavour but believes the effort should be made to find a firmer 
foundation for our favourite faculties (ibid.). In the same work Gardner admits that the selection (or 
rejection) of a candidate's intelligence is reminiscent more of an artistic judgement than a scientific 
assessment (1983: 62). It appears that Gardner is nudging his theory away from scientific positivism 
and into the realms of interpretative rationalism. Much could be written about the apparent para- 
doxes in Gardner's work but this is outside the brief for this chapter. Let it suffice to say that 
Gardner's quest to widen the discussion of intelligence to embrace a wider range of ‘smartness’ 
demonstrates greater awareness of the strengths and depths of human diversity than do the narrow 
parameters of an intelligence quotient (IQ) test. 


In his subsequent work Intelligence Reframed (1999), Gardner argued the identification of a natura- 
listic intelligence and postulated a spiritual, existential intelligence. His definition of an intelligence 
had also expanded to become a biopsychological potential to process information that can be acti- 
vated in a cultural setting to solve problems or create products that are of value in a culture (1999: 
33-4). In this latter definition in which the word ‘activated’ is used, Gardner is reflecting aspects of 
the work of Carl Rodgers (cited in Kirschenbaum and Henderson, 1989) and Abraham Maslow (cited 
in Wilson, 2002) on the value of intrinsic motivation. Applying their work to his own, Gardner 
believed that cognitive development would be enhanced if the appropriate intelligences and associ- 
ated learning styles were used in teaching. 


SUMMARY OF KEY POINTS 


The definition of cognitive development used in this chapter is that of structured growth of mind. The genera- 
tion of this structure and its capability of growth are viewed differently, depending on whether they are 
approached from a positivist or interpretative paradigm. Behaviourists until Skinner believed that the mind 
had no place in learning. The basic tenet of this theory is that through conditioning, an event or stimulus will 
be followed by a response that is predictable and measurable. Although this view of learning is now consid- 
ered to be simplistic, many of the rules and regulations underpinning the way we act socially have their roots 
in behaviourism. 


Cognitive development theory is concerned with a person's internal representations of the world and how these 
are organised in the mind. Like the behaviourists, cognitive theorists developed their thinking by considering 
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each other's work. However, fundamental to all was Piaget's theory of developmental cognitive growth through 
activity. The age-related aspects of his theory have been largely discredited but his descriptions of various iden- 
tifiable stages of cognitive growth have not. Bernstein demonstrated the importance of the socio-economic 
context and the language generated by it on learning. Vygotsky showed that language was not only the vehicle 
of thought but also laid down mental, culturally derived structures that determined how individuals constructed 
their worlds. Both Bernstein's and Vygotsky's approaches to language in cognitive development were at vari- 
ance with that of Piaget and Chomsky. Vygotsky identified the Zone of Proximal Development as the difference 
in learning that children could achieve alone and with the support of someone more knowledgeable. Both 
Vygotsky and Bruner placed emphasis on the value of instruction. Bruner coined the terms ‘scaffold’ and ‘scaf- 
folding’ to describe the support given by a more knowledgeable other to take individuals through their Zones of 
Proximal Development. 


The chapter ended with a discussion of Howard Gardner's multiple intelligence theory. Gardner's latter defini- 
tion of an intelligence as ... a biopsychological potential to process information that can be 
activated in a cultural setting to solve problems or create products that are of value in a cul- 
ture enabled him to identify eight intelligences. The criteria by which he identified these intelligences and 
tested the cognitive development revealed by them has generated criticisms. These are similar to those 
brought against the positivist, behaviourist testing that his theory was established to refute. This demon- 
strates the difficulties encountered when attempting to create an overview of learning development from one 
particular standpoint or paradigm. 


Bandura, A. (1977) Social Learning Theory. London: Prentice-Hall. 
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8 Adolescence 


lan Roberts 


Learning objectives 
By the end of this chapter you should understand: 


e how society redefines individuals as they enter adulthood; 

e how the period of life we call ‘adolescence’ is a socially-constructed phase of life; 

e the concept of social redefinition in adolescence across different cultures and 
societies; 

e the concept of moral reasoning in adolescent development. 


Introduction 


The adolescent is no longer a child, but by the same argument cannot be regarded as a little adult. 
According to Arnett (1999) it is within the nature of the adolescent to seek out new experiences, to 
find independence and to break new ground. There is also a desire to find a personality, make a mark 
on the world and become established as an adult. The adolescent is regarded as reactive and enthusi- 
astic, passionate, full of curiosity and willing to take risks. In the days when there was a huge leap from 
the sheltered nature of life as a child to the challenges encountered in a hard and demanding adult- 
hood, all of these elements of the adolescent personality were regarded as positive. In contrast, Arnett 
(1999) suggests that in modern contemporary society, for the teenager stuck largely in the world of the 
child, these character traits that traditionally enabled young people to embrace the challenges of grow- 
ing up now make him awkward, argumentative, demanding, difficult and self-absorbed. 


It would seem that the onset of a child’s adolescence is no longer a cause for celebration. Parents, 
teachers and the media sometimes despair at changes that occur as young people make their journey 
through adolescence. Pre-teenage children are regarded as cute, amiable and eager to please. In con- 
trast, their adolescent counterparts are sometimes considered problems waiting to happen. 
Traditional researchers frequently endorsed this point, and this period of life has been labelled as a 
time of storm and stress (Arnett, 1999). It is, however, not that cut and dried, and it must be stressed 
that the majority of young people pass into and through adolescence with few major problems, 
although some find this an extremely traumatic period of life (Arnett, 1999; Rutter and Smith, 1995). 


One of the most important tasks of adolescents concerns the establishment of an identity. On a con- 
scious level teenagers do not tend to consider the question of ‘who am |?’ Over the course of the 
adolescent years, young people integrate the opinions of significant others (e.g. parents, other caring 
adults, friends, etc.) into their own preferences. In an ideal world, the ultimate outcome could be indi- 
viduals who have clarity in their values and beliefs, aims and expectations. It stands to reason that 
people with secure identities know where they fit (or where they don’t want to fit) in their world. 
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REFLECTIVE ACTIVITY 8. 1 


Memories of adolescence 


In groups of two or three, reflect on your own adolescent years and identify the events and feelings 
you went through to become adults, e.g. identify when and why you stopped feeling like a child 
and when you started feeling like an adult. What particular events do you remember? 
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Erik Erikson’s stages of psychosocial 
development 


Erikson (1968) considered the development of young people to consist of a passage through a series 
of incremental stages building upon one another, beginning in infancy and continuing through 
mature adulthood. If each stage is resolved successfully, the child moves on with strength to the 
next stage. If it is not, the child’s behaviour in later stages will show consequences, albeit indirectly, 
of the instabilities of earlier stages. It would seem that it is analogous to building a house. If the 
foundations are unstable, then the consequences may be encountered in the future. 


Adolescence is a crucial phase, but character development and identity does not begin or end there. 
In adolescence, development advances to the point at which individuals can begin to build an obvi- 
ous route towards adulthood. 


Trust versus mistrust (birth to 1 year) 


Erikson (1968) suggests that infants’ development relates to whether they can or cannot trust their 
world. If infants’ needs are met, they will emerge from this stage considering the world a safe and 
dependable place. If, however, care is inadequate, inconsistent or harsh, children will emerge with a 
sense of the world being untrustworthy. These are important differences that may be later reflected 
in the ways in which children interact with others. 


Autonomy versus shame and doubt (2-3 years) 


The key challenge the child faces during the second stage relates to exerting independence. Toddlers 
have the capacity to move about and do a number of things on their own. If these skills emerge 
under judicious guidance from adults, a sense of independence will develop. This may be later mani- 
fested in children’s handling of situations that require autonomy and confidence. 


Initiative versus guilt (4-5 years) 


Children who have the freedom to explore and experiment tend to develop initiative. Those who are 
restricted and find that their use of initiative is oppressed tend to develop a sense of guilt about pur- 
suing their interests. 


Industry versus inferiority (6-11 years) 


During the pre-teenage years, children’s behaviour is characterised by active curiosity and a sense of 
how they stand in relation to others. Children want to gain kudos through the things they do. If this 
occurs, usually through praise from a significant other, they will develop a sense of industry. The 
potential danger of this stage is that the child will not experience success and will develop feelings 
of inadequacy or inferiority. 
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Identity versus role confusion (12-18 years) 


In the adolescent years, young people develop a desire for independence from parents, achieve 
physical maturity, and face the task of finding out who they are and where they are going. Even 
those seemingly most well adjusted will at some point experience some role identity confusion. 
Many young people, at some point, will experience elements of minor delinquency, rebellion and 
self-doubt. 


Erikson (1968) suggests that during successful early adolescence, mature time perspective is devel- 
oped whereby the young person acquires self-certainty as opposed to self-consciousness. 
Adolescents seek leadership and inspiration, gradually developing their own set of ideals. Erikson 
(1968) believes that adolescence affords a psychosocial moratorium, where young people do not yet 
have to ‘play for keeps’, but instead experiment, trying various roles, so maybe discovering the one 
most suitable for them. 


It is at this stage that a solid sense of identity is developed or individuals are left with considerable 
role confusion, particularly about their social and vocational choices. In later adolescence, clear 
sexual identity is also established. If the adolescent explores the roles and arrives at a positive path 
to follow, it may well lead to positive identity. If, however, identities are forced onto adolescents, so 
disempowering them, they may not adequately explore alternative roles so leading to identity confu- 
sion. This will often manifest itself in the relationships established with parents, peers and school. 
Adolescence is often considered for many young people as a period of identity crisis. 


Intimacy versus isolation (young adulthood) 


During young adulthood individuals will often establish a close and committed relationship with 
another person. It could be said that failure to do this sometimes leads to a sense of isolation. 


Generativity versus stagnation (middle age) 


Erikson (1968) suggests that adults need to feel generative during middle age, witnessing their own 
offspring develop and sensing the contribution that they make to the good of society. 


Integrity versus despair (old age) 


Adults in their older years will often look back at their lives with pride and a sense of accomplish- 
ment. They may have developed a self-concept underpinned by satisfaction, experiencing a sense of 
integrity when they can. It could be suggested however if any of the earlier psychosocial stages have 
not been satisfactorily embraced, there are potential dangers. There may well be a sense of despair if 
they have no sense of satisfaction with their lives. 


REFLECTIVE ACTIVITY 8. 2 


Historical comparisons 


Compare an average 16-year-old male growing up in the UK in 1950 to one growing up today. 
Identify specific ways in which these lives are similar and different? Repeat this discussion for an 
average 16-year-old girl in the two historical periods. 


From your experience, discuss with a colleague the personality traits of two young people (you may 
wish to use characters from TV programmes): one who shows a healthy sense of identity and another 
who seems to be experiencing identity confusion. 


What specific feelings, attitudes and behaviours might be demonstrated by each ‘character’?? 
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Autonomy as an aspiration 


One of the principal issues facing young people concerns the establishment of autonomy. There is a 
naive assumption that autonomy is the idea of being completely independent from others, and with 
particular reference to this age group is the notion of teenage ‘rebellion’. If one considers adoles- 
cence from a Vygotskian perspective it could be suggested that rather than severing relationships, 
the establishment of autonomy really means becoming an independent and self-governing person. 


Phelan et al., (1994) suggest that young people making the transition between junior and senior 
school look forward to having more choices and making new and more friends. Mizelle (1995), how- 
ever, although endorsing this point, suggests that they are also concerned about being picked on 
and teased by older students, having harder work, making lower grades and getting lost in a larger, 
unfamiliar school. As young people make this difficult transition into a new school, many experience 
a decline in grades and attendance (Barone et al., 1991). They also view themselves more negatively 
and experience an increased need for friendships (Hertzog et al., 1996). For many young people, 
including those who have been labelled ‘gifted and talented’, the transition into senior school can 
be an unpleasant experience (Phelan et al., 1994). 


Autonomous young people should have the ability to make meaningful choices and the conviction 
to follow through with their own decisions They are principled with regard to right and wrong, and 
have become less emotionally dependent on their significant others. 


The status of the adolescent 


One of the key issues at this time is the change in status that young people sense. With changes in 
status, adolescents sense an increase in freedom as well as increased responsibility. There is, how- 
ever, an expectation that adolescents will interact differently with their elders and with children as 
their ‘role’ in the family changes. 


There may well be an increased expectation of service towards other people. Adolescence may bring 
the right to own property and control over one’s income. Adolescents can obtain work positions 
that younger children cannot. Reaching a certain age allows young people to engage in certain 
‘adult’ activities, such as driving and drinking alcohol. While children may experience serious 
offences, and adolescents may come into contact with the juvenile justice system, after a certain age 
adolescents who commit crimes will be handled by adult courts. Young people over the age of 16 
encounter adult sanctions when they commit serious crimes. Courts will often rule in a way that is 
inconsistent with regard to the level of decision-making maturity of adolescents. 


In the UK, the age of majority is set legally at 18, but the young person ceases to be a child many 
years before that. The law does to some extent acknowledge this, and children gradually assume 
legal rights and responsibilities from a much earlier age. A 13-year-old is only three years away from 
being able to marry, a 16-year-old can leave home and get a job and a 17-year-old can get a driving 
licence. Most teenagers are physically capable of becoming parents, yet society, school and family 
may treat them largely as children. Although they yearn to become independent, many young 
people will also continue to need the acceptance, love and support of their family for many years to 
come. Inevitably, frustrations, resentment and confusion arise for teenagers and their parents, and 
family life can become a battleground. 


The concept of intimacy becomes important during the stages of adolescence (Erikson, 1968). Many 
people, especially teenagers, equate intimacy with sex. Intimacy, it must be stressed, and sex are not 
the same thing. Intimacy is usually first experienced within the context of same-sex friendships and 
then develops in romantic relationships. Friendships provide the first setting in which young people 
can practise their social skills with those who are their equals. It is with friends that adolescents learn 
how to begin, maintain and terminate relationships, practise social skills and become intimate. 


Chapter 8 Adolescence 


Adolescence is the first time that young people are both physically mature enough to reproduce and 
cognitively advanced enough to think about it. The teenage years are therefore the prime time for 
the development of sexuality. Education about sexuality will largely determine whether or not they 
develop a healthy sexual identity. There is no doubt that the mixed messages teenagers receive 
about sexuality contribute to problems such as teenage pregnancy and sexually transmitted diseases. 


REFLECTIVE ACTIVITY 8. 3 


First experiences 


Discuss in groups of three the following issues. 
e When did you first go on a vacation or an overnight trip without your parents? 


e If you drink, when did you first have an alcoholic drink and when did you first drink in front of 
your parents? 


e Can you briefly describe an adolescent you have met who showed evidence of rapid or slow 
social development for a particular reason? 


Discuss what may account for the differences in your personal experiences, especially the speed of 
social development. 


Social redefinition in adolescence 


One extremely important concept that provides an appreciation of the changes imposed by society 
upon young people is, according to Muuss (1996), the process of Social redefinition. Adolescents will 
feel more mature and more self-governing, and therefore think differently about dating, marriage and 
sexuality. This process of social redefinition gives them the right to enter the workforce and could well 
bring changes in the kinds of relationships and behaviours that are permitted and expected. 


Social redefinition is a long process involving many steps, and could well involve initiation ceremonies 
to signify the adolescent’s transition into adulthood. These could be traditional and formal, such as 
the bar mitzvah or graduation ceremonies. They could, however, be more contemporary, such as col- 
lege fraternity and sorority ‘hazing’ ceremonies, and in Europe the concept of the debutante. 


In the United States, hazing is defined as harassment, abuse or humiliation by way of initiation. It is a 
process that may occur in many different contexts, such as schools, colleges, the armed forces and 
even the workplace (Davis, 1998). It is most ‘celebrated’ in the context of fraternities, as young people 
seek acceptance in schools and universities. Although hazing has been prevalent throughout the years, 
it is poorly understood, partly due to the secretive nature that often accompanies such situations. 


In England and France, a debutante is a young lady from an upper-class family who has reached the 
age of maturity and, as a new adult, is introduced to society at a formal presentation known as her 
‘debut’. This tradition stemmed from the idea that a girl should be presented to society because she 
was of marriageable age and needed to find a husband of suitable and similar social standing. 


The timing of initiation ceremonies varies across cultures. Within formal initiation, adolescents may 
be taught the ‘hows and whys’ of being an adult and this could involve the passing on of cultural, 
historical and practical conventions between generations. Initiation ceremonies are often performed 
separately for males and females and there could even be an emphasis upon physical and social dif- 
ferences between males and females. In some traditional Southern Pacific cultures, it could be so 
extreme as to encourage brother-sister avoidance whereby, after puberty, a brother and sister may 
have no contact until they are respectively married (Benguigui, 1989). 


REFLECTIVE ACTIVITY 8.4 
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Social redefinition 


A boy of 17 has left home because he wants to live with his girlfriend. He is still studying, receives 
some money from his parents and always asks for extras. Although he says his parents do not 
understand him, he still calls his mother every day. He would like to quit his studies like some of his 
friends have, but says he does not want to accept any job that is not socially rewarding. 


Discuss the issues that have affected this young man, paying particular attention to the concept of 
social redefinition. 
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Adolescence as psychosocial process 


According to Steinberg (1999) young people tend to go through puberty earlier now than 100 years 
ago, and because of the pressures of schooling the period of adolescence is prolonged. Young people 
find themselves marginalised, caught between childhood and adulthood, and according to Nightingale 
and Wolverton (1993) have just a vague sense of when, and how, they become adults. The social pas- 
sage of young people into adult roles is too long, too vague and too rocky (Steinberg, 1999: 91). 


As children grow and interact with their environment, the processes underlying their development 
become increasingly complex. By adolescence, the biological, cognitive, social and cultural have 
become so intertwined that untangling their separate influences becomes very difficult. 
Furthermore, the complexity of these processes produces much greater variability in adolescent 
development than will ever be seen during infancy and childhood. 


The inventionist perspective 


Inventionists such as Lapsley et al. (1985) argue that, beyond the impact of the cognitive and biological 
changes, adolescence as a separate developmental stage is primarily defined by society's official recog- 
nition of an individual's status as a child, adolescent or adult. The argument is that the social definition 
of adolescence contributes to many of the problems of contemporary adolescents (Bakan, 1972). 


Adolescence has become a label attached by adults to young people, may be because of the bound- 
aries and parameters that are created by society. A line is drawn between childhood and adolescence 
through the transfer of children from primary school to secondary school, and a further line is cre- 
ated between adolescence and adulthood with the point at which young people can take a job or 
leave school. The inventionist perspective considers that adolescence is considered explicit only 
because adults see it as such (Steinberg, 1999: 92). 


Many of the behaviours and problems that are apparently characteristic of adolescence are more 
related to the way that young people are defined by society than biological or psychological influ- 
ences. This contrasts radically with the traditional, nativist viewpoint where adolescence as a concept 
is driven by puberty, and therefore ‘biological destiny’. Adolescence was considered a turning point 
in psychological growth, with childhood regarded as an extension of embryological development 
(Levinson, 1978). 


According to Steinberg (1999) the term ‘adolescence’ as we now know it was ‘invented’ around 
1900 in the midst of the Industrial Revolution. Prior to the Industrial Revolution, the prime industry 
was agriculture, and children were viewed as miniature adults. When a youth secured ownership of 
property, that person was then treated as an adult. 


REFLECTIVE ACTIVITY 8.5 
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With industrialisation, it became more important for a young person to learn career skills and con- 
tribute to society in a way that couldn't be handed down from parents. Schooling took on greater 
significance and young people were more likely to spend their day with peers. Industrialisation also 
brought with it the replacement of workers with machines. Children and adolescents were cheap 
labour, but jobs were scarce and child labour laws were established to protect youth from harsh 
working conditions. One might also suggest that these laws protected jobs for adults. 


Adolescents preparing for adulthood 


@ What do you consider to be the primary roles of adulthood? How do adolescents currently 
receive training for these roles? 


èe /nan ideal world, how do you think they should receive training for these roles? 


e Do you agree or disagree with the claim that adolescents in contemporary societies are not ade- 
quately prepared for the responsibilities they must take on as adults? Why? 


Emerging adulthood 


The extension of the time before an individual becomes an adult has created a post- adolescent 
phase of emerging adulthood. Young people within this phase of emerging adulthood face a range 
of developmental issues. Havighurst (1952) suggested that these include work and relationships. 
Levinson (1978) focused on changing relationships and on exploration, while Erikson (1968) com- 
mented on intimacy and commitment to goals. Super (1980) suggests that exploring and 
crystallising vocational choice are important to older adolescents and young adults. What seems evi- 
dent is that older adolescents and young adults enter transitions anticipating empowerment, as they 
strive to meet evolving personal and career related needs. 


Dramatic changes in job opportunities and post-secondary educational opportunities mean that 
adolescents are often confronted with the challenge of meeting their personal and career needs 
when neither can guarantee certainty or a sense of personal control. Developmentally, young people 
encounter personal and career-related needs, involving considerable uncertainty. A lack of progress 
in one area could impact dramatically upon the other. If, for example, a young person is unable to 
gain admission to higher education or a job, their ability to move from being a dependent adoles- 
cent to an independent adult could be seriously compromised. 


In modern society, many young people in their early twenties cannot afford to live on their own, and 
typically live with their parents or with financial assistance from parents. Many young people feel 
little motivation and eagerness to enter what they perceive to be a job market with little promise. 


Pro-social and anti-social behaviour 


Young children who have difficulty regulating emotions are likely to retain this trait through adoles- 
cence. The consequences could well be increased aggression, and impaired development of moral 
judgement. There are dramatic changes in children’s understanding of moral obligations. With age, 
children develop an increasingly sophisticated understanding of rights and responsibilities to others. 
Sophisticated moral reasoning should lead to higher levels of pro-social behaviour and a lower likeli- 
hood of behaving in an anti-social fashion. 
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It is appropriate that in considering the concept of adolescence and its relationship with pro-social 
and anti-social behaviour, the work of Piaget (1932) and Kohlberg (1984) should be acknowledged, 
because their respective theories are seminal in the investigation of moral thinking. 


Piaget’s two stages of moral reasoning 


Piaget (1932) was of the opinion that younger children’s moral judgement was governed by unilateral 
respect for adults and adults’ rules. This is called the heteronomous stage since children judge that 
moral rules are fixed and laid down by others, particularly by authority figures, and must be obeyed. 


As a result of interaction with peers and through experience, children develop a morality of co-opera- 
tion and social exchange. Children come to understand that intentions matter, that roles can be 
reversed. Moral conflicts must be resolved through discussion and compromise with peers. This latter 
form of reasoning Piaget termed the autonomous stage of moral reasoning since it is an internalised 
process, developing out of children’s ability to empathise. Obligations, rights and rules are no longer 
felt to be one-way or unilateral, but reciprocal. This stage becomes more common in late childhood. 


Kohlberg’s six stages of moral judgement 


Kohlberg (1984), building upon the work of Piaget, proposed a stage theory of moral thinking. 
Kohlberg identified six stages of judgement. 


At the first of these stages, punishment and obedience orientation, in common with Piaget's het- 
eronomous stage, children believe that ‘right’ and ‘wrong’ are determined by powerful adult figures. 
Morality is something that big people say they must adhere to. 


At the second stage, instrumental morality, children become increasingly aware of the intentions 
and desires experienced by others. This appreciation impacts upon moral judgement only when the 
aspirations of others affect one’s own desires and goals. At this stage children appreciate that there 
is not just one opinion and different people have different points of view. 


The third stage, interpersonal normative morality, involves a greater level of empathy for the per- 
spectives of others towards oneself. People should meet the expectations of the family and 
community and behave in ‘good’ ways. There is an apparent shift from unquestioning obedience to 
a relativistic outlook. In contrast to the previous stage in which the desires and intentions of others 
mattered only if they caused conflict with one’s own desires, individuals are concerned with how the 
self is evaluated by others. Individuals seek to be viewed as ‘good’ and feel guilt when it is likely that 
others would condemn their behaviour. 


Reasoning works best in two-person relationships, particularly with significant others. An apprecia- 
tion of the perspectives of others is expanded at the next stage, socia/ system morality. Individuals 
understand that all members of a society have intentions and aspirations. Moral judgement focuses 
on the congruence of one’s actions with the rules necessary to preserve social harmony. Moral deci- 
sions come about from the perspective of society as a whole, and so thinking is from a ‘full-fledged 
member-of-society perspective’ (Colby et al., 1983: 27). 


At stage five, human rights and social welfare morality, individuals make use of ethical principles to 
guide moral judgements. People begin to think about society in a very theoretical way, stepping 
back from their own personal situation to consider the values that society ought to uphold. Colby et 
al. (1983: 22) insist that social and moral reasoning needs to be respected, and that property has 
little meaning without life. Young people are trying to determine ‘logically what a society ought to 
be like’ (Kohlberg, 1984; Gibbs, 1977). 


Chapter 8 Adolescence 


This stage is concerned largely with the conception of the good society. The suggestion is that cer- 
tain individual rights are worthy of protection and disputes should be addressed through democratic 
processes. Democratic processes alone do not always result in outcomes that we intuitively sense are 
just. A majority, for example, may vote for a law that oppresses a minority. Kohlberg considers that 
there must be a higher stage, universal principles, which articulate the concept of justice. In actual 
practice, such decisions can be reached merely through empathy. 


How moral development occurs 


These stages are not the product of maturation. The sequences do not simply unfold according to a 
genetic blueprint or rite of passage. The stages are also not entirely the product of socialisation. 


The stages emerge, instead, from experience. Social experiences promote development, by stimula- 
tion of cognitive processes. As we enter discourse and debate, our views may be questioned and 
challenged and we are therefore motivated to come up with new, more comprehensive points of 
view. As children interact, they learn how viewpoints differ and how to co-ordinate them in collabo- 
rating with others. This enables a tangible appreciation of what is fair and just. These interactions 
are most successful when they are open and democratic. If children feel pressured simply to conform 
to authority, they will find it far more difficult to formulate their own ideas. 


The work of Kohlberg interrelates with the work of Erikson (1968) because each fundamentally deals 
with questions that relate to the inseparable topics of ego and character development. 


According to Pritchard (1988: 473), character can be seen in the way that one conducts oneself. 
Character and values are not synonymous, because values are seen as one of the foundations for 
character, and could be considered orientations or dispositions. Character, in contrast, involves the 
application or the activation of this knowledge and these values (Walberg and Wynne, 1989). 


SUMMARY OF KEY POINTS 


The physical changes that signify adolescence occur alongside psychological and social changes that mark this 
period as a critical stage in becoming an adult. Several models or theories have placed adolescence in a period 
of human development from birth to death. Most of these are ‘stage’ models, with each stage completed 
before the individual moves on to the next. 


Each model identifies a different set of ‘tasks’ as defining adolescence. Piaget simplistically focuses on cognitive 
development, seeing the development of abstract thinking abilities as making possible the transition to inde- 
pendent adult functioning. Kohlberg considers the moral dilemmas encountered during development. Erikson 
considers the tensions around the development of personal identity as central to the notion of adolescence. 


Adolescence is usually described as a period in which independence is achieved. It is more accurate, however, 
to talk about a change in the balance of independence and dependence with other aspects of the young 
person’s life, particularly in their interaction with significant others. As adolescents redefine themselves in rela- 
tion to others, there is a subsequent move to a position where they define other people in relation to 
themselves. The timing of these changes depends on the different social and cultural expectations of the envi- 
ronment in which the young person lives. 


Arnett, J. J. (1999) ‘Adolescent storm and stress reconsidered’, American Psychologist, 
54: 17-326. 
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Part 3 
Difference, diversity 
and multidisciplinary 
perspectives 


Children with Special 
Educational Needs 


Martin Ward Fletcher 


Learning objectives 
By the end of this chapter you should be able to understand the: 


relationship between theories of social construction and ways in which disabled 
children’s lives are constructed for them; 

development of Special Educational Needs education in England; 

concept of normality in relation to the experience of disabled children; 
experience of children with specific disabilities and the basis upon which they 
receive additional support; 

relationship between the professional and the institution and the child. 


Introduction 


This chapter uses the term ‘disabled’ to refer to all children who require additional support in what- 
ever context, including within education. The terms ‘disabled’ and ‘Special Educational Needs’ (SEN) 
when used in relation to children have become increasingly interchangeable. There is a significant 
difference between the term ‘disabled (SEN) children’ and ‘children with disabilities (SEN)’. A dis- 
abled child can be defined as one who, because of his or her physical or intellectual state, requires 
an appropriate response from the society in which he or she lives in order for her or him to have 
equivalent access to that society. This can be compared with the official definitions that have existed 
in various government documents since the 1981 Education Act. The 2001 Code of Practice (DfES, 


2001) defines children with ‘special educational needs’ thus: 


Children have special educational needs if they have a learning difficulty which calls for special 
educational provision to be made for them. Children have a learning difficulty if they: 


(a) have a significantly greater difficulty in learning than the majority of children of the same 
age; or 


(b) have a disability which prevents or hinders them from making use of educational facilities 
of a kind generally provided for children of the same age in schools within the area of the 
local education authority, or 


(c) are under compulsory school age and fall within the definition at (a) or (b) above or would 
so do if special educational provision was not made for them. 


Children must not be regarded as having a learning difficulty solely because the language or 
form of language of their home is different from the language in which they will be taught. 


(DfEE, 1996) 
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In addition, Part 2 of the Special Educational Needs and Disability Act 2001 amends the Disability 
Discrimination Act 1995 to prohibit all schools from discriminating against disabled children in their 
admissions arrangements, in the education and associated services provided by the school for its 
pupils or in relation to exclusions from the school. The reasonable adjustments duty on schools does 
not require the provision of auxiliary aids and services or the removal or alteration of physical fea- 
tures. Decisions about the provision of educational aids and services for children with SEN will 
continue to be taken within the SEN framework. 


Labelling 


Labelling is an issue of considerable debate within the disabled community. Educationalists such as 
Child (2004) have been aware for several decades that applying a label to a child can have the effect 
of determining both individuals’ (such as teachers’) and institutions’ interaction with the child in 
such a way that the effects of the label are reinforced in positive or negative ways; if a teacher iden- 
tifies a child as stupid there is a good chance that their lives in the classroom will be constructed by 
the teacher and eventually by the children and the school in ways that ensure that they will perform 
in ways that conform to the construction of stupid. Disabled children are faced with the additional 
requirement by society that they meet the criteria that allow them to be regarded as ‘normal’. Thus 
if the teacher and others think the child is going to be unable to function in ways that society deter- 
mines to be normal then what is the point in educating them according to the curriculum experience 
offered to other children? 


All of us have our lives constructed by the interactions that we have with all of the elements in our 
lives. This is a persistent process that places the emphasis on the interactive process. Thus the profes- 
sional has an influence upon the construction of a child’s life and the child’s understanding of him or 
herself, particularly as such elements as self-esteem and behaviour form their personal narrative that 
is itself communicated to others. Therefore both parties to an interaction are responsible, in part, for 
the construction of the other's self. This process does not simply operate between individuals; it also 
works between the individual and groups as well as within groups of people and even between the 
individual and institutions. The school and its structures and regulations may not only have an effect 
upon the individual (and teacher) but the child will have an effect upon and create change in the 
institution. There are many factors such as empathy, position and power that mitigate the influence 
that the child can have upon a teacher or the institution that they are part of. In many cases the 
teachers’ and schools’ lack of understanding of this process, which results in their failure to listen to 
the messages that the child is giving, leads to the alienation of the child and the slow descent into 
failure, rejection of the school and non-standard and challenging behaviour, and in some cases the 
decision of the school to exclude the child or the child to exclude themselves from the school. 


Segregation, integration and inclusion 


The last 65 years of the education system’s response to children with special educational needs has 
been characterised by significant change in the basic philosophy that underpins the provision of sup- 
port for disabled children. Furthermore these changes can be seen to parallel the two models of 
disability that are discussed below. The 1944 Education Act (Dent, 1968) and the subsequent devel- 
opment of 11 categories of need represented a process where a small percentage of children (2-3 
per cent) medically were diagnosed as having significant levels of need which meant that they were 
removed from mainstream education and segregated from their peer group (and often their fami- 
lies) in institutions that were ‘designed’ to cater for their particular need. 


The Warnock Report (1978) represents the first flowering of the move away from segregation to inte- 
gration and subsequently inclusion in mainstream school. In addition the report identified the fact 
that ‘one in five’ children will at some time require additional support while in school. Thus we see 
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the first acknowledgement that special needs constitutes a broader category than the one that had 
previously applied. The Warnock Report led to the 1981 Education Act (Cox, 1985). The 1981 Act 
abolished the 11 categories, introduced the process of statementing (later formalised in the semi- 
legal Codes of Practice (DfES, 2001). In addition the 1981 Education Act gave a strong steer to local 
education authorities that they should be moving towards a structure that integrated children with 
special educational needs into mainstream schools. Weddell, writing at the end of 1980s, saw the 
1981 Education Act as representing a significant shift from the view that the child’s special educa- 
tional needs were located solely in the individual child's pathology to a view that there is an 
interactive dimension to the child's needs (Weddell et al., 1988). The 1980s saw a focus upon the 
development of the ability of mainstream schools to accommodate children who had previously been 
educated in special schools. The response was, however, patchy with some authorities moving many 
of the children to mainstream and other authorities overseeing a growth in the numbers of children 
in their special schools. Furthermore the response to ‘Warnock’s 20%’ of children with special needs 
was also patchy with some local authorities creating advisory teams but putting little in the form of 
direct resources into their schools while others increased the amount of resources for schools. Even 
today 28.4 per cent of disabled children still attend segregated special schools (Disability Awareness 
in Action, 1997). 


The 1990s and the start of the twenty-first century are characterised by a move from integration to 
inclusion. Professionals working with disabled children found that the experience of disabled children 
in mainstream was actually one of exclusion and segregation and that in many cases the curriculum 
experience of the disabled child was not centred on the same objectives as the rest of the class. Thus 
it provided an experience which was unnecessarily different and fell outside the normal boundaries of 
curriculum planning described by the proper process of differentiation in classroom planning, practice 
and delivery. The first Code of Practice (DfEE, 1994) with its emphasis in the early stages of identifica- 
tion and support went some way towards resolving the issue but the attachment of Individual 
Education Plans to the child in many cases failed to solve the issue of separate provision and different 
objectives and agendas. The move towards a process of full inclusion and away from an integration 
policy was supported by the Labour government in its 1997 Green Paper (DfEE, 1997) and further 
emphasised by the 2001 Disability and Special Educational Needs Education Act and the subsequent 
publication of the second Code of Practice (DfES, 2001). Inclusion demands that schools and teachers 
provide all the support required to enable all children to participate in all aspects of the curriculum. 
The disabled child in the corner of the classroom with a learning support assistant velcroed to him or 
her and pursuing a largely separate curriculum is not being included; indeed this model of ‘support’ 
represents only the poorest form of integration. 


Inside the social construction paradigm reside the dominant models that have influenced and 
arguably controlled thinking in the area of disability studies for the last 30-plus years. Barnes (1991), 
Barnes and Mercer, (1996), Barton and Oliver (1997) and Oliver (1990, 1996a, 1996b) were among 
those who pulled together the thinking that was present in the previous 15 years to form the per- 
sistent analysis of the position of disabled people and, by extension, children with special 
educational needs into the form of two models. 


The medical model (also known as the individual model and often, in North America, as the social 
pathology model) has been, and probably remains, the dominant model of disability. This is a deficit 
model. The model states that the social, educational and economic restrictions that disabled people 
experience reside in the diagnosed medical concerns of the individual disabled person and from that 
diagnosis must be determined the appropriate response or prescription. The use of the word ‘med- 
ical’ highlights the centrality of the medical profession and associated ‘experts’ in their diagnostic 
role. This has significant implications for the disabled person, for the issuing of a prescription to the 
disabled person enables the professionals, including teachers, to persuade themselves that they have 
done all that they can for the individual and it is now the individual's responsibility to respond to 
that prescription and ‘improve’ or ‘get better’. For many teachers this means that they can reassure 
themselves that they are not responsible for a child’s failure and allows them to blame the child for 
their lack of achievement in school, including in this blame category any factors the child experi- 
ences outside the school. The parallels with the pre-1978 philosophy of segregation for the severely 
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disabled child and the passive acceptance of their failure, together with the education system’s per- 
sistently ignoring the needs of the balance of Warnock’s 20 per cent of children and the medical 
model, are clear. 


The development of a social model that evolved from the work of symbolic interactionists 
sees the individual as in receipt of a set of discourses from other people that enable the indi- 
vidual to develop an awareness of the view of themselves that others have (Berger and 
Luckman, 1967). The social interactions between the individual and their environment 
socially construct each individual's life just as he or she contributes to the construction of 
other lives. The social model of disability holds that the medical or other concerns of the 
individual are not the sole locus of the disability. It is the response of society, its institutions 
and individuals and their inability to understand, support and enable the disabled person 
that emphasises, constructs and creates the disabled person’s disability (Oliver, 1990). Oliver 
usefully divides the social model into two elements. He sees the, now dominant, model of 
social construction as being one which is concerned primarily with the interaction of individ- 
uals or groups with the disabled person whereas he seeks to make a distinction between the 
interactions of individuals and the theory that the problem is located within the institution- 
alised practices of society (Oliver, 1900: 83). 


The social creation model recognises that aspects of society are disablist as a result not only of the 
response to disabled people by individuals and social processes but also the institutions of society. 
This is based upon a sociology of institutions that argues that institutions are identifiable, separate 
elements in people’s lives. This is particularly apparent when we explore the institution of the school 
and its associated structures such as classroom or school grouping by ability and the processes of 
withdrawal or restriction of curriculum access based upon decisions (widely variable between individ- 
ual schools) about the child’s level of achievement. Other regulations and rules (formal and informal) 
may also create and construct the disabled child’s life while in school in ways that are negative and 
depressing. Would a school be prepared to place a child with learning difficulties at the head of the 
annual production just before the mid-winter break? We can extend this thinking to include all of the 
bureaucratic and regulatory paraphernalia that is part of the modern education system. 


REFLECTIVE ACTIVITY 9.1 


Factors that influence the experience of the disabled child in mainstream school 


Research and analyse the relationship between parental choice, Ofsted, the publication of school 
results and the experience of the disabled child in mainstream school. 
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This chapter has, so far, provided a summary of the central historical elements that have constructed 
the lives of the disabled child together with the framework of social construction that is central to 
an understanding of the life of the disabled child. The chapter will now explore the experience of 
disabled children in three areas: attention deficit hyperactivity disorder, autism and dyslexia. These 
three groups of disabled children have been selected because they enable the reader to understand 
the common elements within these children’s lives as well as the elements that distinguish one 
group from another. The terms ‘special educational needs’ and ‘disabled’ embrace a very broad cate- 
gory and while all children with special needs may have their lives constructed according to certain 
common narratives, for example, being seen as an object of pity and a subject for well meaning but 
ultimately dysfunctional charitable concerns, nevertheless each category of disability needs to be 
explored by the professional involved with the child while at the same time being aware that it is 
only pathologies that can be seen as common, each individual within a category must necessarily be 
thought of and considered as an individual. 
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Attention deficit hyperactivity disorder 
From: http://www.adhdalliance.org.uk/What_is_ ADHD.asp 


Attention-Deficit/Hyperactivity Disorder (ADHD) is a common condition affecting sev- 
eral per cent of school age children. It is more common in boys but girls may currently 
be under-diagnosed. There are three subtypes: ADHD mainly inattentive, ADHD mainly 
hyperactive-impulsive, and ADHD combined. The first of these is sometimes referred to 
as ADD (Attention Deficit Disorder). When ADHD is combined with motor-perceptual 
problems (also referred to as Developmental Coordination Disorder or dyspraxia) some 
clinicians refer to DAMP (Deficits in Attention, Motor control and Perception). When 
problems are very severe and all the diagnostic features listed below are present the 
criteria for Hyperkinetic Disorder may be met. Thus, ADD, DAMP. and Hyperkinetic 
Disorder are all subtypes of ADHD. 


The diagnostic features are: 


e Inattentiveness - very short attention span, over-frequent changes of activity, extreme dis- 
tractibility. 


e Overactivity - excessive movements, especially in situations expecting calm such as class- 
room or mealtimes. 


e /Impulsiveness - affected person will not wait their turn, acts without thinking, thoughtless 
rule-breaking. 


The problems are disabling, start at an early age and they are present in more than one situa- 
tion, for example home and school. Sometimes affected children show underachievement at 
school, poor sleep, social interaction difficulties, autistic-type features, speech-languages diffi- 
culties, discipline problems, temper tantrums, unpopularity, and accident-proneness. However, 
all these can have other causes too. IQ can be high, normal, low normal or in the learning dis- 
ability range. 


Various genetic and environmental risk factors for ADHD have been identified. Hereditary 
aspects, neuroimaging data and responses to pharmacotherapeutic agents support the sug- 
gestion that ADHD has a biological component. However, there is a continuing debate over 
the causes of ADHD. 


ADHD, in common with the other two disabilities considered in this chapter, is characterised by the 
individuality of the disability so that no two people experience the disability in the same way. The 
potential effects of the disability can be very severe, both for those close to the person and the 
person him/herself. Assessment of the number of people who have the disability is between one and 
two per cent in the United Kingdom but clearly many more people are affected by the lives of these 
disabled children. Even though many of the young people who are affected by the disability find 
that it disappears in early adulthood nevertheless the effects of disrupted education and disrupted 
social development can be severe and last for many decades in the person’s life. 


Estimates of the prevalence of ADHD vary widely within and between countries. It is estimated 
to affect 3-9% of school-aged children and young people in the UK, and about 2% of adults 
worldwide would meet the DSM-IV diagnostic criteria for ADHD. Prevalence estimates for 
hyperkinetic disorder are around 1-2% in the UK. 


f) Diagnosis of ADHD is about three to four times more common in males than in 
females, although this gender imbalance may be inflated to some extent by referral 
biases (that is, more boys are sent for clinical assessment of ADHD than girls). 
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g) The prescribing of stimulant drugs for ADHD reflects the increased frequency of diagnosis 
of this condition. In 1998 there were about 220,000 prescriptions in England for stimulant 
drugs (methylphenidate and dexamfetamine) at a net ingredient cost of about £5 million; 
in 2004 this number had almost doubled to 418,300 at a cost of almost £13 million. 


(NICE [National Institute for Clinical Excellence], 2006) 


There is a number of views concerning the ‘causes’ of ADHD but there is clearly no sole pathology 
that is clear and identifiable. What we can observe is the fact that ADHD operates in many people's 
minds as a subset of a larger group of children with emotional and behavioural disturbance (EBD). 
The central issue behind the failure of many schools and teachers to develop appropriate strategies 
for the ADHD child to enable them to learn effectively is the fact that there is a shared construction 
of what is normal in school and what constitutes behaviour that is not normal and therefore justifies 
the school giving up on the child and, in many cases, excluding the child from the school. Teachers 
and schools in most cases see nothing wrong in this process. Their view of the child is that it is the 
child’s fault that they are not deemed to be normal enough to be accepted by the school and there 
is frequently a failure on the part of the teacher and the schools to accept that the problems that 
the child is experiencing in school are located in the teacher's, the school’s and the education 
system's failure to provide a learning environment that is appropriate to the child's needs. 


It is important to note that in all these debates we have to be careful about the issue of resources. 
People within the education system will often argue that they cannot ‘deal’ with particular children - 
especially the ‘disruptive’ child - when they actually mean that they do not have the resources to sup- 
port the child, the teachers and the school as a whole. It may be that many teachers are content with 
the status quo preferring to be relieved of the problem rather than have to work within an appropri- 
ately funded resource envelope to provide the support that the disabled child needs. Teachers who 
are properly supported should not have to put in extra hours of preparation and thought in order to 
support a particular child: the resources should be there to enable them to do this. 


Thus the ADHD child is constructed as an outsider with all the consequences that that has from a 
failure to engage with most of the aspects of the school curriculum to the lack of a positive social 
group of peers. The negative relationship between schools and children with ADHD is only one 
example of the way in which people with ADHD have their lives constructed in ways that lead to 
negative outcomes. For example, it is probable that many people inside prisons and young offenders 
institutions have a form of ADHD: 


How strong is the link between ADHD and crime? Figures from the US suggest that between 
18 and 76 per cent of prisoners have ADHD. UK figures on ADHD are harder to come by, but 
in 2001 the HM Inspectorate of Prisons said 50 per cent of young people on remand had a 
mental health problem, 10 times the level in the population as a whole. 


(Haymarket Publishing, 2006) 


Similarly, statistics for other vulnerable groups find ADHD present in significant numbers. For exam- 
ple, a Scottish Health Department survey of young homeless people identified ADHD as a significant 
factor in young homeless people, especially those who were hard to contact and who were inclined 
to spurn offers of support (Watt, 2006). 


REFLECTIVE ACTIVITY 9.2 


Supporting children with ADHD 


1. Explore the debate about the management of ADHD through a course of drug therapy. While 
some accept that this is an appropriate process for these children, others oppose it. 


2. Explore the issues that professionals working with children with ADHD will encounter and poten- 
tial strategies for supporting the children. 
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Autism and Asperger’s syndrome 


The adoption by the professionals who work with children with autism and Asperger’s Syndrome of 
the term ‘Autistic Spectrum Disorder’ (ASD) which is a term devised by Wing (1996). The term is used 
in order that children whose previous labels (which may or may not continue to be used) embrace a 
wide field. Jones identifies a number of other labels that fall into the realm of ASD: Asperger 
Syndrome, High functioning Autism, semantic pragmatic disorder (SPD), atypical autism, and perva- 
sive developmental disorder — not otherwise specified (PDD-NOS) (Jones, 2006: 3). 


Possible causes of autism 


There is no known and definitive cause of autism. The Environmental Illness Resource (EIR, 2006) list 
the leading theories for the cause(s) of Autistic Spectrum Disorders as: 


© genetic; 

@ vaccinations; 

@ yeast/candida; 

@ heavy metal toxicity; 

@ chemical exposure; 

è low glutathione and oxidative stress; 
e gluten and casein. 


The issue of incidence is a contentious one. Readers will readily find studies that suggest the inci- 
dence of ASD has risen significantly in the last 20 years. It is clear from other studies, however, that 
this is not a growth in incidence but a growth in the boundaries that define ASD. This debate when 
reflected in the media has a profound affect upon the public (BBC, 2001a; BBC, 2001b). Jones dis- 
cusses the difficulties of establishing data concerning prevalence and, in addition, notes the 
difficulties involved in diagnosing the child with ASD (Jones, 2002). 


Certainly once a child has obtained a ‘label’ then we can speculate that his or her life will be con- 
structed in a way that emphasises the differences between the child and the ‘normal’ child. While it 
is clear that labels in English society are a critical factor in accessing resources to support a child, 
nevertheless the public’s (and many professionals’?) understanding of many disabilities including 
ASD is poor, and poor and inaccurate information can only lead to ineffective and possibly damag- 
ing interactions with the ASD child. 


The nature of ASD is such that it is very challenging for any professional who works with these chil- 
dren and adults. The failure by them to understand our world and the near impossibility of 
understanding their world means that we can interpret the person with ASD’s interactions with their 
environment only in our terms. It is possible that with practice and experience we will come to an 
understanding of how to interact with ASD people but having identified strategies and behaviours 
that appear to work according to our analysis we still have no way of knowing why our interactions 
and strategies do so. 


The concept of normality is a particularly critical one in the life of the child or adult with ASD. Clearly 
many ASD people face reaction by many if not all of the people who they meet on the grounds that 
they are not able to develop the knowledge, understanding, values and behaviours that will enable 
them to join in with the ‘normal’ club. For many people with ASD who are within the top end of 
moderate to severe category this may not be something that concerns them but many people in the 
bottom end of moderate and the mild categories (including those who are diagnosed with 
Asperger's syndrome) have an awareness of their disability. Professionals will become aware of this 
and, once again, must make sure that there are appropriate strategies in place to enable this group 
to feel included while at the same time ensuring that they are not required to deny their disability. It 
is hard for any disabled person to be asked to deny their disability in order to be able to join in the 
normals’ club and many of those who do find themselves experiencing negative social and emo- 
tional reactions as a product of their denial. 
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Dyslexia 


This has been and continues to be a disability that is subject to considerable debate and, in some 
professionals’ minds, significant questions about the nature and extent of dyslexia within the popu- 
lation still exist. The label persists although the, arguably no more useful, term ‘specific learning 
difficulties (dyslexia)’ (Payne and Turner, 1998) is preferred by some groups of professionals. The 
word ‘dyslexia’ is used to describe Children who have difficulties in reading, writing, spelling or 
manipulating number which are not typical of the general level of performance (Payne and Turner, 
1998: 3). For example, the British Dyslexia Society on its web page (http://www.bdadyslexia.org.uk/ 
whatisdyslexia.html) offers a significantly different response to its question ‘What is dyslexia?’ Thus 
anyone seeking to find an absolute and definitive explanation of the meaning of the term dyslexia is 
likely to encounter a host of variations. This inevitably leads to confusion especially when it is linked 
to the position that there are levels of dyslexia: mild, moderate and severe. The professional is there- 
fore faced with many variations on the central theme and a category of disability that is lacking in 
precision; in short it is not much more useful as a ‘diagnosis’ that the term ‘disability’. 


The incidence of dyslexia in the population is said by Dyslexia Action (formerly the British Dyslexia 
Institute) to vary greatly - from 4-10% of the population. It is believed to be four times more preva- 
lent in males than females (http://www.dyslexia-inst.org.uk/articles/adult_dyslexia.htm) and a 
knowledge and understanding of the raft of individual learning issues subsumed under the word 
dyslexia must be part of any teachers’ professional toolbox. In addition there is increasing evidence 
of the effects that many people, who fail to have appropriate support provided for them at school 
because their learning difficulties fall within the dyslexia boundaries, will experience additional diffi- 
culties in adult life. The National Literacy Trust on its website (http://www.dyslexia-inst. 
org.uk/articles/adult_dyslexia.htm) quotes a figure of 50 per cent as the number of young offend- 
ers who have dyslexia. The Literacy Trust also notes that a similar study at Polmont prison in Scotland 
produced similar results. 


Clearly there are many people, both children and adults, who have learning difficulties that can cor- 
rectly be placed within the boundaries described by dyslexia. It appears, however, that each person 
has their own individual set of learning difficulties that need to be addressed and supported with a 
programme that is particular to the individual. In the real world, of course, this is not always possi- 
ble given the limitations of resources and, presently, expertise. People with dyslexia, however, will 
benefit from one or more of a number of established strategies which address their particular form 
of disability. Therefore professional diagnosis and support from trained professionals who under- 
stand dyslexia and its subsets are essential for the generalised professional. All professionals who are 
working with people who are using their literacy skills need to be aware of some more general prin- 
ciples of support which should inform their work with people with dyslexia. For example, strategies 
for lecturers in further and higher education recommended by the British Dyslexia Association 
(http://www.bdadyslexia.org.uk/extra330.html) are for the most part simply examples of good 
practice that it would be sensible for all lecturers to adopt if they do not already do so. 


Dyslexia also illustrates many of the issues that are contained in the experience of the disabled 
person. The model of social construction seeks to counter the view that the disability is a matter of 
individual pathology and that the prime responsibility is for the disabled individual to ‘get better’ as 
a result of the ‘prescription’ that he or she is offered. In the case of the dyslexic person and particu- 
larly the dyslexic child, this is a particularly inappropriate model. In the first instance many dyslexic 
children (and their parents) have to struggle to have their disability recognised and then to have the 
correct and appropriate resources allocated to them in order to support their learning. Teachers who 
worked with children before the disability of dyslexia became generally recognised and accepted are 
aware that many children obviously went through their entire school career labelled as ‘lazy’ or 
‘stupid’ or ‘disorganised’ or any one of a number of related labels. In many cases these children 
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received little or no effective education and were condemned to a life of restricted opportunity and 
frustration as a result. There was a view that such ‘diagnoses’ meant that the learning disability of 
the child was fixed and immutable and that teachers were not required to provide any additional 
support for these children. 


Furthermore the application of any label to an individual such as dyslexic immediately constructs in 
the minds of individuals such as teachers and institutions such as schools a model of the ‘dyslexic 
child’ which then influences their interactions with the child. Often this model will be a negative 
one. Certain teachers may welcome a diagnosis which confirms the reason for the child’s failure to 
learn effectively and which sanctions, in the mind of the teacher, their reaction to that child. This 
reaction can be a positive or a negative one. The reaction to the child with dyslexia being a negative 
one and children failing to prosper in the school environment meant that in some cases these chil- 
dren were caught in a spiral of failure and associated responses such as deviant behaviour, truancy 
and other behaviours viewed by society as the behaviour of people for whom the ‘system’ need have 
little or no regard. 


REFLECTIVE ACTIVITY Q. 3 


How the lives of children with other disabilities are constructed 


Explore two other disabilities commonly found in children and young people and the ways in which 
their lives are constructed. 


The experience of disabled children has changed quite dramatically in the time since the publication 
of the Warnock Report (1978). Many disabilities have been identified correctly in children through a 
significant increase in the quality of screening and diagnosis. Disabled children are living in a world 
that does not exclude them to the extent that they were once segregated and made to feel rejected 
and useless. Inclusion has gained much ground as the preferred structure for all children and there 
has been a clear recognition that ‘normal’ is a very broad term which, as a result, is now arguably 
redundant as society accepts that all children should be thought of as normal and included. 


REFLECTIVE ACTIVITY 9.4 


Exploring the concept of inclusion 


Explore the final paragraph through your reading and research and consider the ideas within it. To 
what extent are all children included in society and the educational process? 


SUMMARY OF KEY POINTS 


This chapter has explored the relationship between theories of social construction and considered ways in which 
the lives of disabled children are constructed for them. The development of special educational needs education in 
England has been traced and the concepts of segregation, integration and inclusion introduced. How the concept of 
normality relates to the experience of disabled children has been expounded along with the relationship between 
the professional and the institution and the child. Three areas of disability — attention deficit hyperactivity disorder 
(ADHD), autism and Asperger's syndrome, and dyslexia — have been explored to better understand the experience 
of children diagnosed with these disabilities and the basis upon which they can receive additional support. 
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10 Entitlement and potential 
— overcoming barriers to 
achievement 


David Stewart and Tina Harris 


Learning objectives 
By the end of this chapter you should be able to: 


e understand what is meant by potential; 

e recognise how to unlock potential across a range of children with differing abilities 
and needs in a busy classroom; 

e ensure that all pupils are able to access the learning they are entitled to in order to 
reach their potential. 


Introduction 


In entering into any analysis around barriers to achieving potential, regardless of setting or vocation, 
it is critical to note and understand the entitlement of each individual and the responsibilities placed 
upon organisations. Schools in particular must take account of the general teaching requirements of 
the Revised National Curriculum, published in 2002, to provide an inclusive curriculum as detailed in 
the statutory inclusion statement: 


Schools have a responsibility to provide a broad and balanced curriculum for all pupils. The 
National Curriculum is the starting point for planning a school curriculum that meets the spe- 
cific needs of individuals and groups of pupils. This statutory inclusion statement on providing 
effective learning opportunities for all pupils outlines how teachers can modify, as necessary, 
the National Curriculum programmes of study to provide all pupils with relevant and appropri- 
ately challenging work at each key stage. It sets out three principles that are essential to 
developing a more inclusive curriculum. 


1. Setting suitable learning challenges. 
2. Responding to pupils’ diverse learning needs. 


3. Overcoming potential barriers to learning and assessment for individuals and groups of 
pupils. 


This is the challenge faced every day by the many teachers in our schools. This chapter discusses that 
challenge and offers some practical advice and strategies to overcome the barriers to achievement. 
Statutory engagement in the meeting of each individual's entitlement to education belies the com- 
plexity of how to complete the journey to where he/she can independently realise his/her own 
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potential and overcome his/her own challenges. What follows in this chapter are the views of two 
practitioners: Tina Harris, Leader of the County Inclusive Resource, and David Stewart, Executive 
Headteacher, based at Beacon Hill School in Suffolk. The school caters for pupils with moderate learn- 
ing difficulties and provides a countywide outreach service for all mainstream schools in Suffolk that 
engage in a holistic approach alongside other agencies and, of course, parents. Experiences within 
our day-to-day roles have convinced us that the views and strategies expounded in this chapter will 
have a relevance and resonance with all professionals who are engaged in child development, study 
and learning, and of the barriers to achievement and how they can be surmounted. 


Ensuring access to learning 


Being able to access learning is dependent on many factors that include the following. 


@ Understanding the expectations. 
@ Feeling the work is at the right level. 
@ Accessing the medium the work is presented in. 


@ Being motivated to undertake the task. 


All of these factors are important in order for the pupil to be in a position to access the learning. The 
teacher should consider these points in a personal checklist to make sure that the pupil is on track 
and actively engaged with learning. In considering these factors the area of motivation is compli- 
cated by being so interlinked with other factors, hence its length in this chapter. 


Understanding the expectations 


Understanding what is expected is so important. Some pupils will need more guidance than others 
in this area. Some pupils may need differentiated worksheets that give guidance on where and how 
much to write, whereas for other pupils an empty page is appropriate. Checklists can be helpful for 
pupils who find it hard to keep in mind the complete task. If pupils see only each small step in the 
task and need to be continually prompted to complete each part, they are likely to become very 
prompt-reliant and are less likely to ever independently manage or take responsibility for their learn- 
ing in any meaningful way. 


Feeling the work is at the right level 


For the pupil to feel the work is at the right level the teacher needs to have pitched it correctly: too 
hard and the pupil may switch off, too easy and it won't provide enough of a challenge. However, the 
messages that our expectations give to a pupil are complex and need further consideration. If the 
teacher has low expectations of the pupil, the pupil will learn to have low expectations of him/herself. 
If the parent has low expectations of the child, this will both initiate the child's acceptance of that 
assessment and reinforce the low expectations of the teacher. ‘I can’t’ almost always means ‘I am 
unwilling to make the effort’, and ‘he/she can’t’ is very often an unconscious signal from the adult 
that the prospect of trying to elicit a sufficient effort from the child is too wearisome to undertake for 
long. Faint-heartedness, or even sheer lassitude, on the part of adults, expressed in the forms of low 
expectation of what a child may be able to achieve or a reluctance to allow the child to take responsi- 
bility for his/her actions, frequently constitute the most formidable barriers to a successful educative 
process. Peter Mittler (2000: viii) has summarised this admirably: I have come to believe that the main 
obstacles to change lie in ourselves, in our attitudes and fear, in our tendency to underestimate 
people and to exaggerate the difficulties and disappointments they might encounter if they ‘failed’. 
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Expectations should be kept high but realistic. If pupils are led to believe that their abilities are 
better than they really are, then the adults who have allowed this to happen are guilty of setting 
these pupils up for, at best, disappointment but more likely failure and rejection. A just realism is 
more ethical and more fair than false encouragement. 


Accessing the medium the work is presented in 


Considering the learning style of the pupil is vitally important. Shaw and Hawes (1998) discuss visu- 
ally-orientated learners, auditorily-orientated learners and kinaesthetically-orientated learners and 
reinforce how important it is to use different presentation styles and provide access to different 
learning materials and activities to ensure that children have opportunities to learn through their 
preferred representational system. 


For some pupils even when work is presented in their preferred learning style, tasks can still appear 
too ‘busy’, with too many areas to deal with at once. Stripping work down to the most important 
concept is sometimes necessary in order for pupils to engage. 


Sometimes it is necessary to help pupils to reframe their thinking around what they see as work. A 
classic response from a visual/kinaesthetic learner to the teacher is to say ‘hurry up and finish talking 
so that | can get on with the work’. This learner needs support in how to access information given 
orally. Pupils are often expected to sit and listen during this part of the lesson, whereas if they were 
given paper to take notes or make diagrams from the oral information suddenly there is a point to 
listening and a focus for the visual learner. 


Being motivated to learn 


This area is so interlinked with the other factors it is almost impossible to distinguish it as a separate 
factor. Pupils will feel more motivated to work if they understand the expectations, can connect with 
the way work is presented and are free from distractions. However, even with all these factors in 
place, pupils can still lack motivation, so it is important to consider in more depth where our motiva- 
tion stems from and how it is possible to encourage intrinsic motivation in order to develop a 
deep-rooted positive attitude to learning. 


Motivating pupils to learn involves our taking for granted that they have certain skills and it is there- 
fore wise to make sure that these skills are actually in place and in a state to be developed. A pupil's 
motivation, for example, depends heavily on his/her understanding of cause and effect, and it is 
important to consider this, as the responses from and interaction with adults which a child gets 
from a very young age will shape his/her motivation by making him/her respond to situations in spe- 
cific ways. 


We are all motivated by different things and at different times. Why we choose to do something will 
be affected by: 


@ materialistic motivation; 
è social motivation; 
@ intrinsic motivation. 


Often we do something because of all three. Working adults may be doing a job for money but 
enjoy their work and put in over and above what is required to get intrinsic satisfaction from doing a 
good job. They may receive positive feedback from colleagues for doing this, which also makes them 
feel good. Children gain intrinsic satisfaction from getting their work completed, presenting it 
neatly, keeping their book looking nice and so forth, and they are likely to get positive feedback 
from their teacher which encourages them to continue to work hard. Receiving a merit adds materi- 
alistic motivation into the mix. Judging children’s level of engagement with an activity will show 
how intrinsically motivated they are. It is really important to foster this intrinsic motivation, as chil- 
dren will truly learn only if they are engaged with the task. 
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Intrinsic learners are problem-solvers who take real responsibility for their actions and learning. It is 
this that builds self-esteem and an ability to evaluate ourselves and make greater progress at 
improving our skills. Looking for affirmation and reassurance from others is a good thing up to a 
point, but without intrinsic motivation we are not able to take full responsibility for our work or 
actions or know if we have done a good job unless we have had it confirmed as such by others. 
Children who have not developed this intrinsic motivation are usually not very good at problem-solv- 
ing. They are reliant on firm adult boundaries, and if these are not present we often see a regression 
in their behaviour. Eventually these are the pupils who respond negatively to a range of teaching 
styles at secondary school (especially when a supply teacher is covering a lesson), because these chil- 
dren have not acquired the internal mechanisms to self-evaluate and monitor themselves and their 
learning. Often, too, these pupils lack self-esteem and do not have a good image of themselves. 


What we do also depends on short- and long-term gratification. These two are often in direct conflict 
with each other. In order to avoid getting into trouble, for example, a pupil must avoid the short-term 
gratification of thumping a peer who has called him/her a name. Often resisting a short-term motiva- 
tor is very hard and it is only really having strong intrinsic motivation at that point that will make the 
difference and allow long-term gratification to be reached. As children begin to make their own 
choices as toddlers it is the immediate short-term gratification that motivates them. As they get older 
they begin to develop the skills to put off something immediately desirable in order to get an even 
better reward, for example saving up pocket money for something big. But some children often seem 
to find it hard to focus on longer-term motivators. However much you talk through what will happen 
later as a longer-term consequence, in the heat of the moment it is the short-term motivator that 
drives the action. It is really important to consider what that short-term motivator is for the child at 
that particular moment. If we can realise this then we can steer the action. For example, if the moti- 
vating factor is the actual adult interaction, by not interacting at that point we remove the motivator 
and the child’s actions are not reinforced. Let us put this in the context of a child running off. Why is 
he/she responding to a situation in that way? It could be that he/she is confused and anxious and run- 
ning away from a situation. It could be to get a reaction and see what will happen. If it is the latter, 
the child is likely to look back while running to see what is happening, which may well mean that the 
child is highly socially motivated and has learnt that one gets plenty of adult attention by running off. 
The motivating factor is the adult reaction and the intrinsic feeling of being in control. If the adult 
does not follow the child, the motivating factor (i.e. the adult) thereupon becomes the reason for the 
child to return and not run off. Patterns of behaviour can be turned around in this way, but the child 
needs to experience consistent consequences in order not to revert to previous responses. 


The language of choices works exceptionally well with children, but it needs to be communicated and fol- 
lowed through with conviction. By putting the responsibility upon the child, we are getting him/her to be 
accountable for his/her actions. We are also absolving ourselves from being the extrinsic punishment or 
motivation. ‘It's your choice’ is the message the child is getting. If we do not do this, then secondary 
responses can become directed at the adult, which can then often turn into a more serious incident than 
the initial trigger. Only by putting the responsibility upon the child and allowing him/her to see the conse- 
quences of his/her choices does real intrinsic learning take place. An alternative to talking is writing and 
diagrams. Consequences can be made explicit. Drawings, stick people, key words and arrows can be used 
to show how the choices made are linked to what happens next. It can be talked through with the child 
and the adult can engage him/her in the final tick on each consequence diagram to show if that course of 
action was a good choice or not. Some children, as we have discussed, are visual learners, and therefore 
putting something on paper will make the learning process more concrete and permanent. 


REFLECTIVE ACTIVITY 10.1 


Duties not to discriminate 


Search the Disability Discrimination Act 1995, Part 4, Code of Practice for Schools online at 
http://www.drc-gb.org/Docs/2008_220_schoolscop2.doc that stipulates new duties (from 2002) 
not to discriminate. Read section 5.2 and define the duties within the code that relate to ‘The duty 
not to discriminate’. 
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Dealing with disengagement and conflict 


Being able to deal with disengagement and conflict effectively is vital to ensure that pupils are able 
to get back on track as quickly as possible. 


Disengagement is relatively easy to spot in pupils, but often harder to unpack and turn round. The 
two main causes of disengagement are problems associated with work and problems associated 
with peer disagreements. It is vitally important to ascertain what the problem is before making any 
assumptions. If we presume the problem stems from finding the work hard and step in and give 
support with the work, it is likely that the pupil will remain disengaged and the help is either 
rejected rudely or the adult ends up doing the work for the pupil, with perhaps the odd disengaged 
grunt in response, as the pupil continues to lay back in his/her chair, very clearly off task. 


It is important to find out the reasons for disengagement in order to know how best to support the 
pupil. If the reasons for disengagement are not work-related then the pupil needs to understand 
that they should do one of the following things. 


@ Communicate what the problem is. 
@ Cope with the problem and get on with his/her work. 
@ Take a break (if this is part of an agreed strategy). 


Giving pupils choices in this way to deal with ‘shutdown’ and disengagement is a really positive 
strategy that puts responsibility clearly with the pupil for how to manage their difficulty. We should 
not assume that the pupil will want to communicate the problem at that time to that adult, but if 
choices are given around how to deal with it, the pupil can really start to take ownership of their 
feelings and how to deal with them. 


In dealing with conflict and disengagement the effective adult needs to be able to do the following: 


@ Stay in control. 

e Be firm, but fair. 

e@ Listen and rationalise back to pupils. 

@ Be decisive and know their own expectations and boundaries. 


The message that the pupil receives around how effective the adult is at managing any difficulty is so 
crucial in shaping and managing future potential conflict. Very often this is not so much about being 
effective at managing the situation but being effective at not getting into a situation where you are 
being perceived as ineffective. For example, if the adult says ‘Pick that up now’ and the pupil refuses, 
the adult just isn’t able to enforce the pupil to do it ‘now’ so therefore appears ineffective in carrying 
out the command. However, if the initial interaction starts with a statement of reality, for example 
‘There is a book on the floor’, and there is then some opposition to this, the adult has time to adjust 
the next response. For example: ‘You don’t sound in a good place right now, but it does need to be 
picked up by the end of the lesson. By the way, if there is a problem that is bothering you that you 
want to talk about | can come and have a word with you once I’ve got the class started.’ Considering 
how an invitation to talk was also worded in that interaction is important. If the adult had said ‘If 
there is a problem that is bothering you that you want to talk about then come and see me once I’ve 
got the lesson started’ the pupil may not have felt able to get up and initiate the contact. However, 
the way it has now been left with the pupil, the teacher can go over to the pupil and initiate a conver- 
sation, checking out whether the pupil wants to share anything that is on his/her mind. 


Getting to the root of the problem as quickly as possible is the key to successful intervention and 
therefore the key to getting pupils back on track as quickly as possible. 


Positive adult interaction during disengagement and conflict will support pupils to learn how to: 


@ cope with distractions in order to maintain concentration and engagement with the task; 
@ cope with disagreements; 
@ communicate and manage emotions. 
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Coping with distractions 


In order to support pupils in dealing with distractions it is necessary to consider how the brain thinks 
and learns. Information is taken in through the senses and then links are made in the brain to previ- 
ous knowledge and experience. For some pupils, particularly monotropic thinkers, it is harder to 
make these connections as open, lateral thinking relies on polytropic skills of being able to multi- 
channel information, ideas and concepts. Some pupils will need more support to help them make 
these connections in order to really learn from their experiences. 


Monotropic attention implies having few interests highly aroused which leads to tending to perform 
the task well and tending to lose awareness of information relevant to other tasks (Murray et al., 
2005). Monotropic thinking suggests a switching of attention rather than an ability to multi-channel 
attention which polytropic thinkers are able to do effectively and at times effortlessly and sometimes 
at a subconscious level. For example, a polytropic thinker will be able to sit and listen to a lecture, 
take in the hardness of the chair they are sitting on, be vaguely conscious of a buzzing fly that is in 
the room, feel that they should have put on another jumper because it’s a bit chilly and still be able 
to focus on the main essence of the lecture. For the monotropic thinker however, any of the sensory 
distractions in the room could become the sole focus of attention and draw attention away from the 
content of the lecture at that time. Regaining focus for monotropic thinkers can sometimes be quite 
a challenge and teachers need to be aware of allowing time and opportunity to encourage and sup- 
port pupils to switch attention in order to refocus on the work task. Pupils may need time to get a 
distraction out of their head in order to get back on track with work. A genuine sensory distraction 
needs addressing for some pupils in order for them to be able to think about work. If the distraction 
is a peer-related issue it is sometimes advantageous to take time to deal with this, there and then, in 
order for pupils to move on effectively. In some cases where it isn’t possible to resolve situations at 
the time, giving a time for dealing with it later can allow monotropic thinkers to switch their atten- 
tion back to the work task. Pupils can be given alternatives in order to distinguish if this is a genuine 
monotropic issue rather than a ‘cop out’ of work. Listening and rationalising back to pupils around 
this issue will almost always distinguish the genuine problem from the attempt to get out of work. 


Coping with disagreements 


Social interaction difficulties can be one of the most challenging areas for teachers to have to deal 
with. Unpacking situations from two or more perspectives and supporting pupils to find a resolution 
is challenging but rewarding. Pupils need to be aware of the following points. 


@ It’s alright to feel angry/annoyed etc. 


@ It’s alright to deal with it in a positive way, but not alright to deal with those feelings by 
hitting/throwing/swearing, etc. 


Often by acknowledging the feelings of the pupil and identifying where the disagreement started is 
sufficient to then separate out ‘it was alright to do this’ but ‘not alright to do that’. If the initial feel- 
ing is acknowledged and recognised, pupils are much more likely to take responsibility for having 
made the wrong choice in how they dealt with that feeling. 


Communicate and manage emotions 


Developing pupils’ emotional intelligence is an area to develop and promote through personal, 
social, health and emotional (PSHE) education as well as other curriculum areas. Pupils may need 
support in order to recognise their own range of feelings as well as the feelings of others and there 
are many commercial packages to support this, for example Mind Reading (Baron-Cohen, 2003). In 
times of stress and anxiety pupils can become non-communicative and may need symbols to support 
them in communicating their feelings appropriately. Having the feeling acknowledged can often dif- 
fuse a situation considerably. 
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Opening up a channel of communication with pupils who have become quite non-communicative 
around any kind of problem is essential to move pupils on. For some pupils this may be in written 
form to begin with if verbal interaction is too demanding at that point. Some pupils may benefit 
from a notepad to write down problems in this way to either show to an adult at the time or at a 
later prearranged ‘chat time’. A positive intervention strategy designed to help pupils learn to 
manage their emotions and levels of stress is that of implementing a break system, as detailed below. 


Breaks: a strategy for self-management of stress 
and anxiety 


A break system is designed to be a positive intervention strategy that aims to enable pupils to manage 
their emotions and their learning independently and reduce the likelihood of a situation escalating. 


It is necessary to consider the reasons why a pupil is experiencing difficulties. It may not be a ‘break 
system’ that is needed but rather consideration of the following: 


Is the learning Physical 


style right? well-being? 


Is there a clear 
understanding of 
the expectations and 
routines? 


Is there an 
understanding of 
how to interact 
with others? 


Are there sensory Is the work 


irritations that 
can be removed? 


appropriately 
differentiated? 


Figure 10.1 Why is a pupil experiencing difficulties? 


Therefore, a break system should be needed only for pupils who have significant difficulty managing 
their emotions appropriately. 


Prior to introducing a break system to a pupil, the adults should discuss how many breaks the pupil is 
going to be allowed to take daily and how long each break is going to be. This will vary for individu- 
als. Whatever is decided (e.g. 4 breaks of up to 10 minutes per break) needs to be made explicit to 
the pupil. It may help to have the rules stated on a laminated sheet with spaces for the break cards 
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(see ‘What is needed’ and ‘How it works’ on p.118). The actual break area also needs to be discussed. 
Where is it going to be? How accessible is this to the pupil? Will other children need to use this area? 
If it is going to be within an area such as a library then can a small area be identified, within the 
library and sectioned off in some way? It is a good idea to separate work areas from break areas so 
that pupils do not get confused about what is expected in the different areas. If pupils are moving 
around to different areas of the school and a formal break area is not available (or necessary) then 
this can be as easy to organise as a chair outside the classroom or a walk down the corridor. 


All school staff will need to be made aware of this strategy as the pupil can indicate to any adult 
that they need a break. When discussing the break system with staff it is important to make explicit 
the differences between this and the concept of ‘time out’, which can be seen as more of a crisis 
management strategy dictated by the adults. A break system gives the responsibility to the pupil to 
take a break at any time that they feel they need to. Staff also need to be aware of the rules for the 
break area to prevent any preconceptions about what is going on and ensure consistency. The rules 
enable the pupil to get back on task after the break; the break is controlled by the adults at the 
onset by deciding the boundaries for the break system for that pupil. The pupil manages their breaks 
within the boundaries of the rules that have been set by the adults. 


The break is seen as positive and therefore the break area is comfortable and inviting, with favourite 
items, books, magazines, etc. 


The system is often introduced alongside an ‘angry line’ or ‘feelings line’ continuum. The pupil is 
shown that they need to take a break around number 2 or 3 on their line, long before getting to 
complete melt down at number 10. When explaining this to pupils it is important to explain that it is 
alright to feel strong emotions, but it is what we do as a consequence of these emotions that can 
cause problems. 


What is needed? 


@ Break cards or an agreed alternative system, e.g. logging sheet in the back of a planner. 
@ Rules for the break area. 


@ A designated break area that contains items that will engage the pupil e.g. favourite books, items, 
magazines, etc. 


e A timer (a digital timer is recommended — it is easy to set and can be heard at the end of the designated 
time). 


Initially pupils may need help in recognising when a break is needed. They may not recognise what 
their emotions are at number 2 on an angry line. Quite often pupils will quickly escalate to number 10 
without being aware of any feelings along the way. We want pupils to recognise these early signs so 
that they can use strategies lower down on their line to prevent getting to number 10. This is quite 
hard and pupils will need help at first. There may be some resistance to taking a break - pupils, after 
all, on the whole want to be included - so it is vital that the break area is inviting and seen positively 
by all involved. As the pupil becomes more used to the system, discussions can be held about 
whether they want to have any interaction with the adult during their break. It is their time so respect 
it if they prefer no contact with the adult during the break. It may be necessary, however, to set the 
guidelines initially that the adult needs to wait in the same area, depending on the needs of the pupil. 


How it works 


@ Pupil communicates they want a break. 
@ Pupil is instantly allowed to go to the break area. No further verbal explanation is required of the pupil. 
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e If the pupil has a support assistant then this person would accompany the pupil to the break area and 
may be the one to set the timer; for some pupils it may need the structure of the rule that only the adult 
touches the timer. It may have been agreed that the pupil is able to go to the break area independently 
and set the timer for the agreed amount of time, but initially it is likely to need adult support. 


@ When the time is nearly up it might be necessary to draw the pupil's attention to this and start to 
prepare them for the next step. 


e After the set amount of time the pupil needs to go back on task. This may be the same activity or piece 
of work or if the activity has now finished, e.g. a singing or physical education lesson, then the pupil 
would be expected to move onto the next lesson or activity on the timetable. 


If they have enough cards left another break card can be used consecutively if more time is 
needed. It is possible for a pupil to use all their break cards in one go like this. It is their system 
— let them explore it. Eventually pupils may save a card for the ‘just in case’ scenario. 


Further strategies to promote children’s potential 


Visit the website for Beacon Hill School at http://www.beaconhillschool.co.uk and search the 
County Inclusive Resource (CIR) pages. Identify key texts, contacts, resources and strategies that are 
being used to provide high-quality learning experiences and environments to enable pupils with 
autistic spectrum disorder (ASD) to complete their education in mainstream provision. 


What strategies can you take from this search to promote the learning experiences of children with 
whom you work and care for? 


SUMMARY OF KEY POINTS 


This chapter has illustrated that understanding school dynamics is more important than acquiring a detailed 
grasp of recent educational legislation. It has reviewed entitlement and potential, and shown that these are 
complex concepts not only in themselves but also in their relationship with each other. It has provided strate- 
gies for addressing a wide variety of barriers to learning which are fruitful for everyone concerned, whether 
adult or pupil. One of the most important lessons from this chapter is that the way adults communicate with 
children is crucial to the successful implementation of any school strategy, and indeed is of fundamental 
importance to a child's development both in school and in the wider environment/community. 


Baron-Cohen, S. (2003) Mind Reading: An Interactive Guide to Emotions, DVD. 
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11 Policy into practice - 
working with 
children in need of 
protection 


Geoff Tookey and Amanda Wawryn 


Learning objectives 
By the end of this chapter you should be able to: 


e recognise the roles and responsibilities of professionals involved with child 
protection; 

e understand the importance of information-sharing and collaborative working 
between agencies; 

e identify government legislation on child protection issues; 

e debate how to translate policy into effective practice; 

e distinguish between different levels of intervention. 


Introduction 


This chapter begins by focusing on the inquiry into the death of Ainlee Labonte and examines the 
roles, responsibilities and expectations of professionals directly involved with this case. 
Accountability is brought to the fore and positioned within government legislation that aims to 
reconfigure agencies involved with the protection of children into collaborative partnerships. How 
Ainlee Labonte ‘slipped through the net’ is scrutinised to better understand that collaboration 
requires agencies to work closely together, communicate, share information and co-operate fully in 
the child protection planning process. 


There have been many advances in multi-agency co-operation in childcare and child protection over 
the past 20 years. However, the effects of stereotyping and what seems to be poorly researched pop- 
ular television programmes can sometimes detract from the important tasks of working together 
with families and other agencies. It is therefore necessary to focus on roles and responsibilities and to 
achieve greater understanding in order to prioritise the needs of children. The latter part of this chap- 
ter focuses on strategies for enabling multi-agency debate to produce good practice from policy. 


Case study 


Ainlee Labonte was born on 24 December 1999 and at the time of her birth, Ainlee’s family was an 
open case to Newham Social Services. There was involvement with the family from various agencies 
including health, housing, police and social services, but despite this level of involvement, Ainlee 
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died on 7 January 2002. A post mortem revealed over 60 injuries to Ainlee’s body including cigarette 
burns and a body weight well below that expected for a child of her age. The cause of Ainlee’s death 
was chronic abuse and neglect (Kenward, 2002). 


The Chapter 8 Review (ibid.) highlighted failings on the part of all agencies involved. Ainlee’s par- 
ents, Leanne and Dennis, were intimidating, abusive and manipulative which had eventually led to 
all agencies refusing to visit the family home. Fear of the family led to ‘paralysis in terms of action’ 
where those who should have protected Ainlee were more concerned about protecting themselves. 
There was also criticism regarding the level of information-sharing and collaborative working 
between the agencies involved and the recommendations of the inquiry were that all agencies must 
address these issues in order to protect children more effectively (Kenward, 2002). 


Health visitors 


The health visitors who would have been involved with Ainlee during her life would at that time have 
been qualified registered nurses who had gained at least two years’ practice and had undertaken fur- 
ther training in order to work as a health visitor (http://www.nhscareers.nhs.uk, (2006)). At the time 
of Ainlee’s death, health visitors were registered to the UK Central Council for Nursing, Midwifery and 
Health Visiting (UKCC), although in June 2002 they were registered to the Nursing and Midwifery 
Council (NMC) and covered by the Code of Professional Conduct (http:/Awww.nmc.uk.org, (2004)). 
Health visitors would have been professionally accountable to the UKCC, but were personally account- 
able for their practice, making them answerable for their actions. They were also required to work in 
the best interests of Ainlee and her family (http:/Awww.nmc.uk.org, (2004). 


Health visitors provide a universal service based primarily on health promotion, and spend the major- 
ity of their time visiting clients in their homes, especially new mothers and children under the age of 
five. Health visitors should be skilled at getting on with people of all backgrounds and ages; they 
should also have excellent communication and management skills and the emotional maturity to 
deal with distressing issues (http://www.learndirect-advice.co.uk, (2006)). 


When looking at the health visitor's role in Ainlee’s case and comparing it with the role of the social 
worker, it is necessary to look at them as a profession and how they identify with their profession, as 
this has implications for how they work. Health visitors operate within the values laid down by their 
professional code of conduct. They must respect their client as an individual and obtain their consent 
before giving treatment or care, protect confidential information and co-operate with members of 
their own team, maintain professional knowledge and competence, be trustworthy and act to identify 
and minimise risks to clients (http://www.nmc.or.uk, (2004)). When these values are compared with 
those in social work laid down by the General Social Care Council (GSCC) they reveal an emphasis on 
professional conduct rather than how they engage with the client to promote independence, respect 
diversity or how they collaborate with other agencies in order to ensure that their client’s needs are 
appropriately met (http://www.gscc.org.uk, (2002)). 


Professional culture 


In addition to differences in the value base, there is the matter of professional culture. Each profes- 
sional group has its own understanding of presenting problems and the possible solutions. Social 
workers involved with Ainlee held the belief that the cause of her family’s problems were social and 
supported them with housing and rehabilitation, whereas health visitors held the belief that the 
problem was medical and focused on developmental checks, refusal by the mother to have Ainlee 
immunised and weight loss (Barrett et al., 2005). 


Research has shown that professionals can be encouraged to view problems from an alternative per- 
spective but if professionals cannot acknowledge this, the tension and conflict between agencies will 
continue (Irvine et al., 2002). Joseph Luft and Harry Ingham, during research into human personality at 
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the University of California in the 1950s, developed a communication model they termed the Johari 
window’ (http://www.mindtools.com/CommSkIl/JohariWindow.htm) that can be used to improve 
understanding between individuals within a team or group setting. The four quadrants within the 
Johari window illustrate how the process of disclosure and feedback contributes to an understanding 
of our own self and that of others. As we get to know people we reveal more of ourselves which 
results in us receiving constructive feedback. A professional who feels safe and develops trust within 
their team will feel less threatened, behave less defensively and will feel more confident in their role 
which enables them to work more effectively with other agencies (Coulshed and Orme, 1998). 


Health visitors had the responsibility of visiting Ainlee from 14 days to the age of five, which put 
them in a unique position of being able to identify the risk factors to Ainlee as laid down in their 
value base. Their responsibilities in relation to protecting her were clearly laid down in the form of 
the Children Act 1989, Working Together to Safeguard Children (DoH, 1999a) and the Framework 
for the Assessment of Children in Need and their Families (DoH, 2000a). Health visitors were aware 
that Ainlee’s family was experiencing difficulties and should have expressed their concern that Ainlee 
was a child in need of support and safeguarding. The health visitors should have had discussions 
with their manager and a referral should have been made to Newham Social Services. When social 
services received the referral a social worker should have completed an initial assessment that would 
have required close collaborative working with the health visitor requiring them to provide vital 
information about the family (DoH, 1999a). 


The Framework for the Assessment of Children in Need and 
their Families 


The Framework for the Assessment of Children in Need and their Families gives specific guidance on 
assessing black children in need and their families. If Ainlee had been assessed as a child at risk of 
significant harm rather than a child in need, a core assessment should have been completed and a 
child protection conference should have been held (DoH, 2000a). At the time of this case, confer- 
ences were overseen by the Area Child Protection Committee (ACPC). A senior nurse with a health 
visitor qualification (designated senior professional) would have sat on the ACPC and the health visi- 
tor should have participated in the child protection conference, played a part in the child protection 
plan by monitoring Ainlee and attended subsequent reviews of that plan (DoH, 1999a). 


A child protection conference did not take place for Ainlee, despite the fact that the professionals 
involved were fearful of her family owing to domestic violence. Feminists argue that physical, sexual 
and emotional abuse is used by men to exercise power and control over women and because it usu- 
ally goes on behind closed doors it has never been perceived by professionals as being the remit of 
the statutory services (Mullender, 2002). Ainlee’s family echoed the findings from research at that 
time which showed that 23 per cent of women suffered violence from a partner, the family was in a 
lower socio-economic group and in poor health (Leanne suffered from a skin complaint), 50 per cent 
of women lived with children under the age of 16 and 29 per cent of those advised that the children 
had witnessed the violence (Mirrlees-Black, 1999). Research also showed a strong overlap between 
physical, sexual and emotional abuse of children and domestic violence, and high proportions of 
those experiencing abuse from parents also experience frequent violence between carers. Domestic 
violence features in 88 per cent of cases of neglect, 75 per cent of cases of physical abuse and 71 
per cent of cases of emotional abuse (Cawson, 2002). 


Institutional racism has also been identified in response to domestic violence from statutory agencies 
(Mullender, 2002). Research indicates that black and minority ethnic groups have a higher represen- 
tation as users of the criminal justice system (http://www.homeoffice.gov.uk, (2005)) therefore 
domestic violence in black families could be perceived by professionals as being more of a threat 
than in white families. Ainlee and her family were discriminated against because the professionals 
involved viewed them as an aggressive black family (Thompson, 2001). During that time the national 
press noted that the police had made 53 visits to Ainlee’s home, 32 of which involved incidents of 
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domestic violence. The Protection from Harassment Act 1997 could have been used by the police to 
take action when called out to incidents between Leanne and Dennis but, with regard to child pro- 
tection, the police should have enquired with social services if any children in the house were on the 
Child Protection Register (CPR). There should have been a high level of concern and they should have 
made a referral to social services or utilised the power of a Police Protection Order to remove the 
children to a place of safety (DoH, 1999a). 


Social workers in this case were afraid for their own safety when visiting the family but they ignored 
the violence because to their knowledge the children had not been harmed. They minimised the 
effect of children witnessing the domestic violence, they did not recognise the link between the 
domestic violence and possible child abuse and paid little attention to specific issues of Leanne 
being a black woman needing support (Humphreys, 2002). In addition, they paid little heed to con- 
cerns expressed by health visitors or the fact that they would agree to see the family only at the 
clinic. This was not a satisfactory way of monitoring the children and due to Leanne’s historical 
reluctance to engage with professionals of any kind, the case was at one stage closed by Newham 
Social Services (Kenward, 2002). 


From the health perspective, there was much upheaval in community health care delivery. The NHS 
Plan 2000 had introduced Primary Care Trusts that had put responsibility onto GPs to become man- 
agers (DoH, 2000b). As a result of GPs experiencing extra responsibilities they became adept at 
delegating to health visitors with regard to child protection cases. The only real protection for the 
professionals came under the remit of the 1974 Health and Safety at Work Act so the health visitors 
should have discussed this case through supervision with their line manager in order to find strate- 
gies to protect Ainlee and themselves (Humphreys, 2000). Making a Difference (1999b) states 
explicitly that nurses, midwives and health visitors were expected to engage in inter-professional 
practices, so they should have requested to do joint visits with the social workers (DoH, 1999b). 
However, over the Christmas period 2001/2002 Ainlee was not visited for six weeks and as a result 
she died on 7 January 2002 (Kenward, 2002). 


Recommendations 


Recommendation 1.3 of the inquiry states that cognisance must be given to the importance of infor- 
mation held within all agencies. The action suggested was to review current ways of sharing 
information and consider additional ways of ensuring that information is fully shared (Kenward, 
2002). As a result of the Laming Inquiry (2003), the Children Act 1989 was updated in the Children 
Act 2004, Every Child Matters, which focused greatly on information-sharing and working collabora- 
tively (DoH, 2004). Local authorities are now responsible through Children’s Trusts for developing 
integrated services and working co-operatively with the police, primary care trusts, schools and 
youth offending teams which will focus on early identification and intervention in cases such as 
Ainlee’s. ACPCs have been replaced with Local Safeguarding Children Boards (LSCB) responsible for 
the overall well-being of children, focusing particularly on the outcome ‘staying safe’. Under section 
12 of the Children Act 2004, a national information-sharing index has been proposed and all agen- 
cies will use the same assessment tool, the common assessment framework (CAF), for making 
referrals (Quinney, 2006). Working Together to Safeguard Children: A Guide to Inter-agency 
Working to Safeguard and Protect the Welfare of Children (DoH, 2006), focuses on how agencies 
can collaboratively achieve the five outcomes for children. 


The death of Ainlee is not an isolated case. The Commission for Social Care Inspection (CSCI) reports 
that over 26,000 children in England would have a better life if parents were given more help and 
support and thus avoid tragedies and the need for intervention in the form of child protection 
(http://www.csci.org.uk, (2006)). If all agencies work together as advocated in the Children Act 
2004, vulnerable children should not slip through the net. Early intervention through Child in Need 
and very robust Child in Need plans can be as effective and protective as child protection plans if col- 
laboration and information sharing takes place effectively (DoH, 2004). 
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Learning to work in multidisciplinary groups 


Important points to bear in mind are the following. 


e@ All children have needs — a very good update of Maslow's hierarchy is available at: 
http://www.businessballs.com 


@ The government's five priority outcomes (detailed in Appendix 1) include: 
— Be healthy 
— Stay safe 
— Enjoy and achieve 
— Make a positive contribution 
— Achieve economic well-being. 


@ Learning to work in multidisciplinary teams is different from learning to work in a single-agency 
environment. 


Ground rules 


Different professional backgrounds have different unwritten rules about participation and diversity 
issues, e.g. some agencies work in an openly hierarchical manner whereas others follow a more 
democratic model. Some agencies find it acceptable to use the term ‘handicapped’ and others 
would feel it more appropriate to talk about the ‘individual needs of a child’. Some agencies recog- 
nise that anti-discriminatory practice has been dealt with using only blatant scenarios whereas 
others will naturally explore all aspects of oppression. It is advisable to have some set of ground 
rules when working in multidisciplinary groups in order to self-regulate. However this is carried out, 
ground rules normally break down into the following six broad areas. 


@ Respect for others/working with difference. 

@ Keep yourself safe. 

@ (Limited) confidentiality. 

@ Sensible cousins/no such thing as a daft question. 
@ Time keeping. 

@ Phones off/thinking caps on. 


Some of these are self-explanatory. Respect for others includes not speaking over others, allowing 
people to form their views but developing towards a shared language. Working with difference 
includes all areas of anti-oppressive and anti-discriminatory practice. However, this is never static and 
there is probably greater importance in everyone being prepared to be part of the journey than 
expecting all learners to be at exactly the same point. 


The next two points are also very important. According to the National Society for the Prevention of 
Cruelty to Children (NSPCC) and popular magazine surveys, about one quarter of adults will have 
suffered from abusive childhoods. There will also be a large percentage of adults experiencing family 
violence. It could be argued that within a class of 40 students, 10 or 12 may fall into either of those 
categories. In order for you to feel safe to participate it is useful to understand these figures and 
realise that as survivors, people have different mechanisms for dealing with their present or past and 
it is alright for them to contribute or not, or seek out the tutor after any part of the session. 


Confidentiality frequently comes up as a ground rule. This normally means that what is said in the 
room stays in the room. However, we need to consider that post the Laming Inquiry (2003) the gov- 
ernment made it clear that child protection is everyone’s responsibility (DoH, 2004). It is therefore 
useful to translate this rule into limited confidentiality. This means that if any dangerous practice is 
identified, you and your tutor have a responsibility to ensure this is addressed outside the session. 
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Every professional background will have its own way of explaining the world. Within every professional 
grouping individuals will be at a different developmental point. Experience has shown that it is useful 
to be able to translate throw-away or humorous/tension-relieving remarks into their sensible cousins. 


Shelf issues 


Teaching cannot resolve all issues. In the multidisciplinary arena there may be opportunities for you 
to take issues away and explore them more fully with practitioners in your workplace ready for sub- 
sequent sessions. A shelf is a means of acknowledging ideas and clarifying how they can be taken 
forward and by whom. Four bookshelves will usually suffice and can be divided into items for: 

@ an individual to take away; 

@ the group to take away; 

@ exploration on a single-agency basis; 

e future teaching sessions. 


Scenarios 


There is a need to avoid over-reliance on social services cases. Inevitably there will be a need to dis- 
cuss child-in-need issues and children-in-need of protection. Sometimes, case scenarios are 
generated by a chance discussion: for example, one of my students was delayed for a meeting at her 
placement and through discussion with the manager the following scenario arose. 


The setting: Day nursery 

Age ranges: 6 months to 5 years 

Specifics: Child of 2 years who bites other children and leaves visible marks 
Who is complaining: Parents of other children 

Issues: Who do you go to for advice? 


What are the legal parameters? 
What is your plan of intervention? 


REFLECTIVE ACTIVITY 11.1 


Examining the above scenario 


Discuss whose role it is to do which aspects, e.g. the law, policy and guidance. 
What level of intervention is needed? 


If we concentrate on the needs of the one (i.e. the child who is biting) what happens to the needs 
of the many? 


If we concentrate on the needs of the many (i.e. the rest of the group) how do we help the one 
integrate into society? 


If we ignore the problem what is the likely outcome for the one and the many? 
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Is it better to intervene and do the ‘wrong’ thing or better to sometimes do nothing? 


Are we safer doing only what our professional group would sanction than coming up with an imagi- 
native answer? 


If we do not have the answers where can we find them? 


126 


The random scenario generator 


Often you will not believe the scenarios as they give every possible complication or do not relate to 
ethnicity and disability. The tools needed are very simple. A number of wooden blocks is required. 
One is for the gender of the child or children; another for age, ethnicity, disability, etc. Each block 
has six surfaces. Each surface needs a symbol to depict the information as follows: 


Block 1 Child or children 

Surface 1 Square to represent boy 

Surface 2 Circle to represent girl 

Surface 3 Two squares to represent twin boys 
Surface 4 Two circles to represent twin girls 
Surface 5 Blank for group to decide 

Surface 6 Triangle to represent stillbirth 


Four levels of prevention model 


When undergoing qualifying training | understood this to be a model devised by one of my 
tutors. However, subsequent research has shown it is a model already well used in health- 
care, e.g. when looking at stages of prevention for HIV/AIDS. The somewhat unusual 
language does not emanate from agencies but descriptions for various stages in the Ice Age. 
The importance for practice is not who invented this model but that social care and health 
both use it. The step for a multidisciplinary approach is to adapt the model to aid under- 
standing of each other’s roles and search for any gaps in provision. The start point is a 
simple model that you can add to as you progress through the exercises. 


Simple model 

Primary level Services based in the community with universal access 
Secondary level By referral services (including self-referral) 

Tertiary level Need for the state to intervene 

Quarternary level Irreversible change needed 
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If we apply the model to heart care, the right-hand column might include some of the following 


issues: 

HEART CARE 

Primary level Leaflets, healthy eating, five-a-day campaign 
Secondary level Referral for eating clinic 

Tertiary level Intrusive intervention — open heart surgery 
Quarternary level Intensive care to prevent further deterioration 


Broadly speaking there are four types of agency. Education and schools is a large grouping. Health 
can be split into community health and hospital based health. Social control agencies include the 
police, probation, prisons and statutory aspects of social services work. Social care includes other 
aspects and work of the voluntary agencies (conducted in their own right and not as a result of a 
service level agreement). Once you have thoughts on four agencies, move on to who does what at 
each level. Avoid the temptation to confuse ‘status’ or years of training with the level at which cer- 
tain professionals operate. 


The next step is to place this information within one grid: 


Health Social care Education Police 
Primary Health visitors, GPs The community Nurseries, schools 
Secondary Duty/intake/ Education welfare 


assessment team 
Tertiary 


Quarternary 


From the completed grid it should be possible to see not only who does what, but also where there 
are gaps, e.g. it is unusual these days for social services to provide universal services at a primary level. 


Child protection 


In the triangle below the perpetrator will strive to create opportunities to groom the child and abuse 
him/her. It is not appropriate to put the responsibility for protection onto the child. There is the need for 
at least one protective adult to ensure the opportunities are not there or are reduced as far as possible. 


REFLECTIVE ACTIVITY 11.2 


Questions associated with child abuse 


If parents and carers are to be fully protective how can they do this if they are not informed about 
potential risk from known paedophiles in their area? 


Is the debate correctly focused when approximately one-third of risk comes from adult males who are 
known to the victim, one-third from adolescent males known to the victim and a third from strangers? 


Do the statistics matter or should we concentrate on the effects on victims instead? 


Do perpetrators surrender their human rights the day they abuse a child? 
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REFLECTIVE ACTIVITY 11.3 
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Child who is vulnerable because they are a child or 
have been victimised in the past 


Adult who has or is prepared to Opportunity 
cross a boundary 


Figure 11.1 Child abuse triangle 


The child protection (safeguarding) process 


There is some essential pre-reading for you to do in order to complete the following exercise. You 
should visit the government websites for the legislative area in which you are learning. Although the 
laws are fairly similar, the four countries in the UK can and do have slightly different laws and/or 
bodies overseeing child welfare. It is also essential to search for Every Child Matters (DoH, 2004), 
and other guidance on what to do if you suspect that a child is being abused. Also, visit websites for 
your local Children’s Safeguarding Board. In some areas this will be via a local authority site giving 
information for parents and other service users. In most areas there are slight variations in the proce- 
dures. There are useful single-agency websites, e.g. http://www.teachernet.gov.uk and those 
introduced above. However, a useful shortcut is to register onto http://www.info4local.gov.uk and 
select topics relevant to childcare to receive regular updates. 


It is important to remember that this is third-level intervention and the aim should always be to 
return to a primary level of intervention when it is safe to do so. There is also no reason why the 
whole process should be followed to the conference and core group stage if it is discovered at any 
point that there are protective adults in control and/or there is minimal future risk. 


The child protection process 

From the pre-reading re-arrange the following into steps of the process. 

@ Child/ren’s name(s) removed from CPR and lower level supports put into place 
e@ Core group 


@ Strategy meeting of police, social worker and professionals who understand the child 
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REFLECTIVE ACTIVITY 11.3 continued 


e Sufficient future risk to warrant inclusion of child/ren’s name(s) on CPR 
e@ Family group conference system used 

e Referral for family support 

e@ Section 17 children in need investigation 

e No further action 

e@ Review conference 

e Child/ren interviewed by social worker (and police) 

@ Initial conference 

@ Discussion between social worker and referring agency 

@ Social worker causes inquiries to be made 

e Incident, concern, disclosure of abuse or neglect referred to childcare/duty team 


Draw up a list of all the family/supportive networks and professionals who might have something to 
contribute to a child protection conference. Rank this from those at the top who know the child 
best and write this order down. Repeat the process but this time put those at the top whose views 
are likely to be given the most weight at a conference. Write this down. Turn the second list upside 
down and compare. 


Why do some people who know the child least well get listened to more at official meetings? 
Where is the child’s voice? 


Are primary level interventions about democracy and empowerment whereas tertiary level interven- 
tions about necessary state intervention? 


What if a child wants to tell you something? 


The report into alleged incidents of child abuse in Cleveland came up with an important concept. It 
moved away from the issue of sorting out what was ‘true’. After all, given the nature of some abuse, 
only the perpetrator and the victim really know the full extent of what has happened. The Cleveland 
concept was that we should take what children say seriously. 


The false memory syndrome debate has somewhat skewed the argument. There are two important 
concepts that counter this. The first is that children cannot make up something that is beyond their 
age and understanding. The second is that any child who wants to use official mechanisms to seek 
to have someone removed from their life still needs to be listened to. Most, if not all, children who 
tell want the abuse to stop. 


It is not known why children seek out a particular adult to tell what has been happening to them. 
Sometimes they use a situation where eye contact cannot be made, i.e. when you have your back to 
them while doing washing up or at a work surface or when your concentration needs to be on a 
task like driving. The child will not distinguish between your role at the primary level and child pro- 
tection at the tertiary level. Also, remember the government has stated that child protection is 
everybody’s business. If the child does choose you then you need to be ready. If you tell them this is 
not the right time the message may be they are wrong to tell. If your face expresses shock this may 
also convey a negative message. 
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The local Child Safeguarding Board may issue some useful advice including the phone number for 
the duty/intake social worker. The general advice is stay calm, listen, do not ask questions, although 
you can repeat the child’s words back to them to make sure you have understood properly, do not 
make any promises, and tell them that because you take what they have said seriously you have to 
let a limited number of people know. If you know the next steps then let the child know. If you do 
not know it is alright to say so. Write your notes up as soon afterwards as possible and keep them 
on a confidential section of your agency's recording. 


If you do slip up and ask the child a question make sure your recording details this. Remember that 
perpetrators operate by distorting matters and we do not want to cause confusion in a police or 
social services case by having less than accurate records. Appendix 2 provides guidance for dealing 
with disclosures. 


The child protection conference 


Some situations cannot be kept at the primary or secondary level of intervention despite the best 
efforts of the professionals and the family. Other situations can suddenly come into the child protec- 
tion arena when there had been no previous concerns. For example, when working in a large shire 
county, three out of the six tragic deaths of babies were in families where there had been no social 
work involvement. The important functions of the conference are to share concerns and build up a 
consensus about the level of future risk. Only those cases where there is a high likelihood of future 
risk should come to conference in the first place. 


Child protection plan 


Return to the case study of Ainlee Labonte at the beginning of this chapter and extract all the rele- 
vant issues associated with this case from the involved agencies - document these accurately and 
progressively and consider what level of intervention should have been realised, when, for whom 
and by whom, to provide the much needed support 


In multi-agency working groups devise a child protection plan that could be used in a similar case to 
protect and safeguard the welfare of a child. 
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SUMMARY OF KEY POINTS 


This chapter has highlighted the importance of information-sharing and collaborative working between 
agencies if children in need of protection are to be both identified and safeguarded. The case study of Ainlee 
Labonte and the inquiry report on Victoria Climbié demonstrate how some children have ‘slipped through the 
net’ when government policy has not been translated into practice. A range of strategies for learning to work 
in multidisciplinary groups has been introduced and there are four levels of prevention/intervention covering 
all children, from children in need to those in need of protection/safeguarding. Appendix 3 provides a succinct 
summary of the challenges professionals must overcome to ensure that they work collaboratively in the 
interests of all children. 
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Part 4 


Researching childhood 
and youth 


12 Approaches to research 


Paula Zwozdiak-Myers 


Learning objectives 
By the end of this chapter you should be able to: 


e distinguish between two major research traditions; 

e recognise the central characteristics of a range of approaches to research, 
specifically, scientific, survey, action research, case study, and ethnography; 

e identify ethical issues in relation to human research. 


Introduction 


Research into aspects of childhood and youth development is both fascinating and challenging. It is 
fascinating, because although your research study might, for example, aim to focus on cognitive 
development, the results of your investigation will need to take into account other factors that influ- 
ence this development, such as personal, social and emotional experiences. By adopting this wide 
perspective, a more holistic understanding of each individual’s uniqueness or ‘blueprint’, one that is 
shaped by his/her personal biography, can be realised. Hence the challenge! How do we unravel or 
demystify such uniqueness in coming to understand why individuals think, learn, behave or interact 
as they do, and where does one begin? 


REFLECTIVE ACTIVITY 12.1 


Descriptive or interpretive narrative? 


In the following scenario 


1. search for clues in relation to cognitive, social, personal and emotional development that could 
explain changes to the patterns of behaviour demonstrated by Rosanna; 


2. identify whether these clues are descriptions based upon factual evidence or interpretations of 
possible causes that have led to behavioural change. 


Scenario 


Rosanna is 12 years of age, and can be characterised as a ‘high flier’, easily passing examinations 
and tests with seemingly little preparation, research or effort. A straight ‘A’ grade, multi-talented stu- 
dent who as yet has to be truly challenged, she excels in all aspects of the school curriculum, is an 
accomplished athlete and is fully at home when performing lead roles on the stage. Her bedroom, 
however, is more like a war zone! It receives attention only when all parental strategies have been 
exhausted and when fears of being ‘grounded’ become a reality! Lately, Rosanna’s demeanour has 
become markedly polarised - she used to be exceedingly positive about herself, her aspirations and 
the world at large but her recent behaviour conveys quite a different message. Where open channels 


135 


136 


Chapter 12 Approaches to research 


of communication and joint planning were once the norm, Rosanna now has an almost guarded, 
secretive and less accessible side to her nature. She can completely close down and withdraw from 
the outside world. Since the onset of puberty her body has undergone a major physiological trans- 
formation and she does have a well-proportioned feminine physique. Thus self-image ought not to 
be the problem. An exploration of possible causes that have given rise to such changes in her pat- 
terns of behaviour reveal that Rosanna has, on the one hand, become a victim of ‘gang’ bullying 
possibly triggered by jealousy from her peers and, on the other, she has recently learned that her 
father, with whom she has a good and close relationship, has a terminal illness. 


From this scenario we can begin to build a picture of Rosanna and recognise that to enhance our 
understanding of how circumstances might have influenced changes in her behavioural patterns, fur- 
ther investigation of the many complex and interrelated components of cognitive, social, personal and 
emotional development is required. In this sense, research can be likened to work undertaken by the 
detective whose strategic plan might take the following line of inquiry: evidence is gathered from all 
relevant sources and placed under the microscope; possible leads or explanations are pursued; rela- 
tionships between each fragment of evidence are considered and analysed; elements of the complex 
matrix or jigsaw puzzle are re-examined and then woven together so that conclusions can be drawn 
from a well-informed platform and strong evidence base. In the social sciences, in order to resolve 
problems, to follow a line of inquiry and/or to expand upon existing knowledge, we must engage with 
research as a systematic method of inquiry and way of asking questions in much the same fashion. 


Major traditions 


Approaches to research fall within two main traditions that can be distinguished, on the one hand, 
by differing viewpoints about the role and placement of theory, and on the other, by the relationship 
to and sequence of events and activities that are involved. For example, one tradition proposes that 
all relevant data must be collected before the analysis begins whereas the other interweaves data col- 
lection with ongoing analysis. The former tradition includes approaches that have been variously 
termed ‘experimental’, ‘positivist’, ‘quantitative’ and ‘scientific’ and those of the latter as ‘action 
research’, ‘case study’, ‘ethnography’, ‘interpretive’, ‘naturalist’ or ‘qualitative’. Although some topics 
and situations can effectively be researched using a positivist or an interpretive approach, Bryman 
(1988: 173) suggests there are others that can be better served by a marriage of the two traditions. 


Each tradition uses different methods of data collection: quantitative research, for example, is con- 
cerned with gathering facts and figures for the purpose of statistical analysis whereas qualitative 
research seeks to gain an understanding and insight into individuals’ experiences or perceptions. 
Once you have identified an area to research you might find that a mixed method or hybrid 
approach is more relevant to your particular study. The approach you adopt and the methods of 
data collection you select will depend upon the nature of your inquiry and the kind of information 
you require (discussed further in Chapter 13). 


Within the space of this chapter it is not possible to provide in-depth analysis of the many well- 
established approaches to research. The following accounts introduce you to central characteristics 
of a range of approaches that span the positivist-interpretive continuum. This serves to act as a 
springboard and catalyst for further reading and to furnish you with ideas about strategies and 
approaches that you might use for your own research investigation. 


Scientific approach 


Also referred to as experimental design, this approach is concerned with trying out new ideas or 
techniques both to observe what happens and to gauge what effect the impact might have on 
something else. Topical exemplars might include the emergence and subsequent application of 
advanced technology and new knowledge to the fields of acquired immune deficiency syndrome 


Chapter 12 Approaches to research 


(AIDS), cancer and stem cell research. Although all research strategies may share the common goal 
of providing evidence about causal relationships the scientific approach is frequently cited as being 
the most appropriate for establishing causa/ relationships. Robson (2002: 78) describes experimental 
research as: 


@ the assignment of subjects to different conditions; 
@ manipulation of one or more variables (called ‘independent variables’) by the experimenter; 


@ the measurement of the effects of this manipulation on one or more other variables (called ‘dependent 
variables’); 


@ the control of all other variables. 


A central feature of this highly focused approach is the need to know what you are doing before you 
begin. The importance of accuracy and precision in the handling of independent and dependent vari- 
ables is paramount. Fisher (1935) devised a procedure that has been developed for use in experimental 
psychology to find out whether a new technique or fertiliser (the treatment or independent variable) 
would have an impact on the yield of crops (effect of the treatment or dependent variable) in agricul- 
tural research. He introduced the notion of random sampling by assigning plots of land to a range of 
different treatments so that the possible effect or outcome of each treatment could be measured 
more accurately, rather than be biased by such external factors as the amount of rainfall, sunshine or 
type of soil. The ability to rule out the impact of external factors or bias is crucial for getting to the 
heart of cause-effect relationships and vitally important when interpreting your results — this relates 
directly to issues associated with validity and reliability (Robson (2002: 66-72) provides a compre- 
hensive discussion of validity and reliability issues. 


In the social sciences, Bryant and Bradley (1985) used a large-scale correlation study combined with a 
small-scale experimental study to establish whether a child's experience of categorising sounds, as in 
rhyming and alliteration, had an effect on learning to read and spell. In the large-scale study, 118 
four-year-olds and 285 five-year-olds who could not yet read were tested on: their ability to cate- 
gorise sounds by detecting the odd word out; verbal intelligence (the English Picture Vocabulary 
Test); and a memory test. To provide evidence for causal relationships 65 children (divided into four 
groups) were selected from the large-scale sample to engage in an experimental training programme 
that spanned two years. Using standardised tests for reading, spelling, IQ and mathematical ability, 
Bryant and Bradley retested the children four years later, when they were either eight or nine years 
old. They concluded that training in sound categorisation does have an influence on reading and 
spelling but, moreover, when combined with alphabetic teaching, it was found to be even more 
effective. Results from these combined studies provide strong evidence for a causal relationship 
along the lines they had hypothesised. 


Any approach to research needs to consider and be able to justify decisions made that relate to sam- 
pling. Where a population refers to all cases or units, a sample refers to a selection of cases or units 
derived from that population. Types of sampling are commonly based on probability samples and 
non-probability samples. The former type is often referred to as representative sampling and allows 
for statistical inferences about the population to be drawn from responses derived from the sample. 
For example, from the total population of 403 children in Bryant and Bradley's (1985) study, the 65 
selected for the experiment were considered to be representative of the population as a whole and 
subsequent findings could be generalised across the whole population from which they had been 
drawn. Conversely, in the case of the latter type of sampling, where the probability of the selection 
of each participant is not known, statistical inferences are not appropriate. It might be possible to 
present some reasonable conclusions about the outcomes of your study but these will not be based 
on statistical grounds. 


The extent to which this type of scientific approach is appropriate to the study of people, however, 
does need careful consideration. The key assumption in experimental design is that factors operating 
under the ‘closed system’ of the study also operate in the ‘open system’ of nature (Bhaskar, 1978). 
Although Locke (1986) supports this view and suggests that the generalisability of findings from 
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laboratory to real-world settings is considerable, Wilson (1979: 22) challenges this view and suggests 
that social causes do not operate singly but rather the outcome (with reference to an examination of 
high IQ or low school achievement) is the product of multiple causes: 


To isolate each cause requires a new experimental group each time and the length and diffi- 
culty of the experiment increases rapidly. It is possible to run an experiment in which several 
treatments are put into practice simultaneously but many groups must be available rather 
than just two ... causes of social phenomena are usually multiple ones and an experiment to 
study them requires large numbers of people often for lengthy periods. 


This leads one to question whether ‘how people behave in experimental situations is relatable to 
what they actually do in other situations’. You might pursue this question further by referring to the 
effects of ‘demand characteristics’ and ‘experimenter expectancy’ on bias, highlighted by Barber 
(1976) in an analysis of some pitfalls that can arise in the experimental context with humans. 


Survey 


Bryman (1988: 104) describes survey research as: 


the collection of data on a number of units and usually at a single juncture in time, with a 
view to collecting systematically a body of quantifiable data in respect of a number of vari- 
ables which are then examined to discern patterns of association. 


This approach is commonly used to gather information that can be analysed and compared to estab- 
lish emergent patterns or trends, such as the rise in levels of obesity, teenage pregnancy, binge 
drinking or anti-social behaviour in children and adolescents. A census is one example of a survey — 
information can be gathered by means of self-completed questionnaires (postal survey), telephone 
survey or by means of questionnaires, schedules or checklists that are administered by an inter- 
viewer. The objective is to gather responses to the same standardised questions (worded carefully 
after piloting to ensure that the questions mean the same thing to different participants) from a 
large number of individuals in order to compare and relate one characteristic to another and ascer- 
tain whether certain features are predominant in particular categories. 


Surveys are frequently used for descriptive purposes to provide information about the distribution of 
a wide range of ‘people characteristics’, and of relationships between such characteristics (Robson, 
2002). In relation to the onset of puberty Tanner (1989) used this approach to provide an extensive and 
systematic account of the nature and timing of physical changes during childhood and adolescence. 
The physical characteristics of large samples of children of different ages were recorded to establish the 
normal or average progress of development, to chart variations in age between the onset and comple- 
tion of different developments and to compare the growth patterns of girls and boys. 


Surveys can also be used for interpretive purposes in that causal relationships can be suggested by 
providing possible explanations to clarify what has been described. Coleman (cited in Coleman and 
Hendry, 1990) developed his ‘focal’ theory from a UK study in which girls and boys aged 11, 13, 15 
and 17 completed tests that were designed to investigate their attitudes to a range of relationships, 
specifically those with parents, peers and the opposite sex. In contrast to the ‘storm and stress’ model 
which advocates that disruption (during adolescence) occurs simultaneously in all areas, Coleman 
concluded that concerns about difficult issues reached a peak at different points during adolescence. 
Such diverse viewpoints highlight some of the complexities associated with interpretation. 


Surveys can provide you with answers to questions that search for reasons to do with the what, 
how, where and when of situations and phenomena, yet it is very difficult to determine causal rela- 
tionships — in other words, to establish the why. Surveys can also be associated with the deliberate 
manipulation of one or more variables (Robson, 2002) such as carrying out a series of surveys 
before, during and after an intervention or initiative to determine the effectiveness of its impact. 
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The emphasis on quantifiable data, variables and sampling from known populations is a similar 
approach to research as that adopted by those who engage in scientific inquiry and experimental 
design. Clarity of those variables you seek information on needs to be transparent from the outset of 
your study. Not only will this determine your sample size and sample selection but also the number 
of categories that you will use to subdivide your data. How you plan to collate and analyse data also 
needs careful consideration in the design stage of your study. Hakim (1987) provides a useful refer- 
ence guide and resource for the design of small-scale surveys. 


Action research 


Action research, as defined by Carr and Kemmis (1986: 162), is: 


A form of self-reflective enquiry undertaken by participants in social situations in order 
to improve the rationality and justice of their own practices, their understanding of 
these practices, and the situations in which the practices are carried out. 


This approach to research is one that is firmly embedded within the realm of the practitioner who 
aims to develop an understanding, to solve a problem and/or to investigate an issue. The ultimate 
aim of inquiry is understanding; and understanding is the basis of action for improvement 
(McKernan, 1996: 3). This interpretation focuses on self-appraisal as a way of working and is closely 
linked to Schén’s (1991) concept of reflective practice as exemplified through the rigorous and sys- 
tematic process of reflection on action (discussed further in Chapter 14). 


In seeking to improve practice and personal understanding McKernan (1996) suggests that an 
inquiry must be carried out by the practitioner, in the first instance, to clarify and define the prob- 
lem, and secondly, to specify a plan of action that includes the testing of hypotheses by action to 
the problem (in other words, how your proposed intervention(s) have been designed to resolve the 
problem). This is followed by evaluation to monitor and establish the effectiveness of the action 
taken. In the final stage, participants reflect upon, explain developments and communicate results 
to the community of action researchers (McKernan, 1996: 5). 


An important feature of action research is the cyclical nature of the ongoing process to improve the 
quality and effectiveness of practice. Cohen and Manion (1994: 192) explain that ideally, the step- 
by-step process is constantly monitored over varying periods of time and by a variety of mechanisms 
(e.g. questionnaires, diaries, interviews and case studies) so that the ensuing feedback may be trans- 
lated into modifications, adjustments, directional changes, redefinitions, as necessary. Elliot (1991: 
69) clarifies that the purpose behind this cyclical process is that it aims: 


to feed practical judgement in concrete situations, and the validity of the ‘theories’ or 
hypotheses it generates depends not so much on ‘scientific’ tests of truth, as on their useful- 
ness in helping people to act more intelligently and skilfully. In action research ‘theories’ are 
not validated independently and then applied to practice. They are validated through practice. 


The critical and analytical study of relevant literature is a vitally important aspect of action research and 
one that should be undertaken both to guide the formulation of a research question and the subse- 
quent plan of action. Macintyre (2000: 16-17) has developed a series of questions that can be asked for 
the purpose of comparing, contrasting and evaluating literature that might be relevant to your study. 


Through undertaking an action research investigation you can begin to appreciate different aspects of 
your personal professional development and progress. In relation to the teaching-learning context, 
Hargreaves et al. (2001) consider that ‘professional discretion’ is demonstrated when teachers ask 
searching questions of educational practice that arise from their own professional circumstances, inter- 
ests and commitments, for example: how to develop pupils’ observational skills through reciprocal/peer 
teaching approaches; how to enhance pupil self-esteem by using different forms of feedback; how to 
develop the use and range of questioning techniques to challenge the most able pupils; and how to 
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improve the effectiveness of classroom management techniques or non-verbal communication skills. 
Such teachers exemplify a commitment to continuous learning by seeking new ideas, evaluating and 
reflecting on their impact and trying out new practices and ways of working to improve their own 
effectiveness in the teaching-learning environment. 


This particular approach is of relevance to many aspects of work within the social sciences. It is 
appropriate in any context when specific knowledge is required for a specific problem in a specific 
situation, or when a new approach is to be grafted onto an existing system (Cohen and Manion, 
1994: 194). 


Case study 


Characterised by an in-depth empirical investigation of a particular ‘case’, in a particular timeframe 
and within a particular context, this approach to research uses multiples sources of evidence. The case 
that readily springs to mind is of an individual person and one that provides a detailed account of 
that person by focusing on cultural, social and contextual factors to explore possible causes, factors or 
experiences that might contribute to a particular outcome. The expansive 400-page report by Lord 
Laming (2003) of the inquiry into the death of Victoria Climbié is a poignant exemplar of one case 
that examined evidence from people across four London boroughs, three health trusts, one health 
authority, the Metropolitan Police, the NSPCC, eight police officers, one social worker and 20 wit- 
nesses. Parton (2004) compares and contrasts this report with that on Maria Colwell and argues that 
differences between the two cases in terms of the inquiries themselves, globalisation and identity, 
expert knowledge, systematic care, responsibility and accountability, managerialisation, trust and 
uncertainty and the legislative contexts exemplify the changing contexts of child protection in 
England over the past 30 years. 


Case studies are not limited solely to the study of individuals. This approach can be, and is, used 
much more widely to study particular groups, organisations and programmes, and the roles, respon- 
sibilities, events and relationships within a particular service, such as education, health or social 
work. This approach enables you to concentrate on a specific situation or instance in its natural con- 
text to identify the various interactive processes in operation. 


The effectiveness of a case study is highly dependent upon the trustworthiness of the human instru- 
ment (you as the researcher). Miles and Huberman (1994: 46) suggest that one needs: some 
familiarity with the phenomenon and the setting under study; strong conceptual interests; a multi- 
disciplinary approach ...; good investigative skills, including doggedness, the ability to draw people 
out, and the ability to ward off premature closure. This particular view, however, is controversial as 
lack of familiarity with the setting and the importance of a strong disciplinary stance are more com- 
monly advocated (Robson, 2002). 


The design of a particular case study will be influenced by the questions you seek to answer and by 
how you decide to select data so that conclusions can be drawn. You can pre-structure the design 
from the outset of an inquiry but will need to be aware of some problems associated with a strong 
conceptual framework at this stage, such as missing vital clues or key features of the case because 
your focus is predetermined. On the other hand, your case study design might be ‘emergent’ and 
evolve during the study itself. A potential concern here, however, is that a lack of focus might result 
in gathering data from any and everything that you consider ‘might’ be important; as Miles and 
Huberman (1994: 27) caution, a loose highly inductive design, is a waste of time. Months of field- 
work and voluminous case studies will yield a few banalities. One might perhaps aim to strike a 
balance between these two extremes. It is important to view case study design as a flexible and con- 
tinuous process, so that you can respond to the opportunity of modifying or changing your focus, as 
and when appropriate. It is also important to make some preliminary decisions in relation to the 
design of your case study around such factors as: a conceptual framework, a set of research ques- 
tions, a sampling strategy and methods and techniques to be used for data collection. 


Chapter 12 Approaches to research 


The conceptual framework aims to encourage you to be explicit about what you think you are 
doing. It also helps you to be selective, to decide which are the important features; which relation- 
ships are likely to be of importance or meaning; and hence, what data you are going to collect and 
analyse (Robson, 2002: 150-1). The research questions you formulate during the initial stages of 
your study can be general if your approach is relatively unstructured or more specific if your 
approach is quite structured. These questions can be refined or revised as your study progresses. 
Devising a sampling strategy entails decision-making about who you will observe or interview, where 
this will take place and when, and what particular activities, events, situations or processes you plan 
to observe. Based upon the nature and needs of your study you might consider purposive sampling; 
this relates to your judgement as to the typicality or interest of individuals, events, settings, situa- 
tions and processes most appropriate for providing answers to your research question/s. Denscombe 
(1998: 36-7), for example, in relation to the case study of a small primary school, states that: 


The extent to which findings from a case study can be generalised to other examples in a class 
depends on how far the case study example is similar to others of its type ... The researcher 
must obtain data on the significant features (catchment area, the ethnic origins of the pupils 
and the amount of staff turnover) for primary schools in general, and then demonstrate 
where the case study example fits in relation to the overall picture. 


Bassey (1981: 85) suggests that relatability rather than generalisability is more important when 
analysing and reporting on the outcomes of a case study as an important criterion for judging the 
merit of a case study is the extent to which the details are sufficient and appropriate for a teacher 
working in a similar situation to relate his decision making to that described in the case study. 


Ethnography 


Originally developed by anthropologists to study a society or a particular characteristic of that society, 
ethnography focuses on the interpretation and meaning of social phenomena that, in simplified 
terms, involves the study of people as they go about their daily lives (Emerson et al., 1995). According 
to Geertz (1973) human actions signal a world of multiple social meanings that must be understood 
through the recognition of various contextual clues. An ethnographer, through direct involvement 
with a group, tries to work out these meanings and provide a rich description that interprets the 
experiences of those people within the group. This naturalist approach to fieldwork research in the 
hermeneutics is one that explores social phenomena, as they exist, unaltered in the world. 


Ethnography can be used for several different purposes, including the elicitation of cultural knowl- 
edge, the holistic analysis of societies and the understanding of social interactions and 
meaning-making (Hammersley and Atkinson, 1983). The latter is perhaps the most relevant to the 
study of childhood and youth development and was used by Dunn (1988) to observe how and why 
sibling-child and parent-child relationships differ, how they influence one another and how they 
develop over time. In order to understand children’s emotional and social development and their 
experiences (not just the causes of unhappiness and insecurity, but rather what excites, arouses and 
interests children) she believed that it was important to study them in situations of emotional signifi- 
cance to them, notably with their family and friends. From her initial goal of studying newborn 
children with their mothers, a keen interest to focus on the relationship between the baby and 
his/her older sibling evolved. Dunn noted that interactions between the two children were very dif- 
ferent from those between each child and parent, in relation to social repertoire and style of 
communication, and she highlights the importance of describing such social processes as affective 
expression and conversational exchanges at different levels. 
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Ethnography involves the intensive, continuous and often microscopic observation of small samples 
(Corsaro, 1996). Traditionally, this has focused on a group or a single setting. Different methods of 
data collection are employed to draw together information from a range of sources that Agar (1996) 
refers to as ‘encyclopedic anthropology’, involving a synthesis of historical, political and economic 
aspects of the cultural context that impinge on daily experience. The principle method or hallmark of 
ethnography is participant observation. In research literature you will often find that the terms ‘par- 
ticipant observation’ and ‘ethnography’ are used interchangeably which can obscure both the 
relationship and distinction between them. 


Participant observation, by means of partial or complete integration within the group being studied, 
is based upon the premise that to understand human action, we must use a methodological 
approach that gives access to the rich, social meanings that guide behaviour, and that our innate 
capacities as social actors can provide us with such access (Buchbinder et al., 2006). Integration 
within the group enables the researcher to share the same experiences as those being studied and 
better understand why they act and behave as they do and to see things as those involved see 
things (Denscombe, 1998: 69). 


Ethnography is complementary to childhood and youth research for several reasons. First, an intimate 
rapport between the researcher and individual participants can be established that allows the 
researcher access to the long-removed world of childhood from an insider's perspective (Corsaro and 
Molinari, 2000). Second, the longitudinal nature of ethnography is appropriate to the study of chil- 
dren over a given time frame, and is well positioned to capture critical periods of transition that shape 
processes of human development (Corsaro, 1996). Third, Weisner (2002) suggests that developmental 
pathways are shaped by the cultural underpinnings of daily life; for example, daily routines are impor- 
tant units of cultural analysis because they form the cultural pathways that shape human experience. 
Fourth, given the emphasis that research studies place on the social and emotional development of 
children as a contributory factor in their readiness and disposition to learn (Wesley and Busse, 2003), 
ethnography can help researchers to articulate and understand the various daily practices, relation- 
ships and cultural forces that contribute toward social and emotional development. 


Ethical issues in relation to human research 


Ethical issues arise in human research when the conduct of the researcher involves the interests and 
rights of others. By their very nature, social (cultural) and educational research involves studying 
people's activities in one way or another. Research involving interviews or observation, particularly 
where veridical records are kept on audio or video tape for example, may impinge on the confiden- 
tiality, privacy, convenience, comfort or safety of others and constitute ethical problems. 


The use of children as participants necessarily raises ethical issues in that the researcher cannot 
assume their capacity to comprehend the nature of the research and therefore to freely volunteer as 
a participant or to freely opt out without prejudice. Parents and guardians cannot consent to the 
possibility of their child being harmed but they can give permission for their child to participate in a 
study in which they have full confidence that their child’s rights will not be infringed and that they 
do not face the possibility of harm or injury. Your susceptibility as researcher to possible charges of 
negligence are necessarily great. 


Many professions that undertake research with human participants have devised an ethical code of 
practice or set of principles, for example the Revised Ethical Guidelines for Educational Research 
(British Educational Research Association, 2004) and the Code of Conduct, Ethical Principles and 
Guidelines (British Psychological Society, 1997). These provide important benchmarks and reference 
sources in coming to recognise your responsibilities to protect the well-being of research partici- 
pants. For example, the former (available at http://www.bera.ac.uk) provides guidance in relation to 
Voluntary Informed Consent, Deception, Right to Withdraw, Children, Vulnerable Young People and 
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Vulnerable Adults, Incentives, Detriment Arising from Participation in Research, Privacy and 
Disclosure. In support of these guidelines your higher education institution will have ethical princi- 
ples and procedures in place for undertaking research with human participants, which you should 
consult and respond to appropriately. 


REFLECTIVE ACTIVITY 12.2 


Selecting an approach to research 


From the scenario in the introduction to this chapter identify: 


e what information you would need to gather to provide possible reasons for the change in 
behaviour; 


e how you could go about gathering this data; 
@ which of the approaches to research you consider to be the most appropriate and why; 


e what ethical procedures you would need to observe. 


SUMMARY OF KEY POINTS 


This chapter has provided you with the basis for distinguishing between two major research traditions, recog- 
nising the central characteristics of a range of approaches to research and identifying ethical issues in relation 
to human research. To help you further, Chapter 13 guides you through key stages of the research process and 
introduces data collection techniques. This should enable you to undertake a research study to further 
enhance your knowledge and understanding of factors that influence childhood and youth development. 


Agar, M. (1996) The Professional Stranger: An Informal Introduction to Ethnography. 
San Diego, CA: Academic Press. 
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13 The research process 


Neil Burton 


Learning objectives 
By the end of this chapter you should be able to: 


e understand the key structures of a written report on empirical research; 
e recognise the importance of clarifying the focus for a research activity; 
e justify the approach adopted for the gathering of evidence; 

e identify how to present and analyse research findings effectively. 


Introduction 


The analytical nature of an empirical research assignment in synthesising theory and practice cannot 
be overemphasised. It should offer you the opportunity to review critically a body of knowledge or 
set of skills and allow you to demonstrate your own understanding within a particular context 
through comparison, application or exemplification. In an ideal situation it should enable you to 
analyse objectively an issue in a given professional context and identify potential for improvement, 
for both the context and your own practice. By developing the skills which enable you to make 
research-informed decisions, you will become much more objective, rational and ‘professional’ in 
your outlook, enabling you to progress with confidence. There is a structure that can be applied to 
research activity that both clarifies and simplifies the process for the practitioner-researcher (a pro- 
fessional who uses research to inform their decision-making) as opposed to a practising researcher 
(someone who performs research for purely academic interest). 


A structural overview 


By taking a structured approach to research, you can identify elements that constitute good and 
effective practice. It is important to adopt a methodical and systematic approach rather than jump- 
ing to ‘intuitive’ conclusions. The five sections indicated below provide a means for synthesising 
theory and practice, and are interdependent. 


1. Starting point — examination of the national and/or local context to refine the research question and 
justify its purpose. 

2. Theoretical perspective — critical examination of relevant conceptual and empirical literature in order to 
provide a wider understanding of themes connected to the research question. 


3. Research methodology — use of theoretical literature to clarify what to ask; reference to the context, 
such as identifying key stakeholders, to determine who to ask; and acknowledgement of research 
limitations, such as resource availability, to clarify how to ask. The development of research tools, 
consideration of ethical issues and justification of your approach should also be clarified. 


4. Presentation and analysis of findings — comparative analysis of different sources of information with 
respect to the research question and reflection on the findings and suggested expectations of previous 
published research. 


5. Conclusions and recommendations — identification of key findings and a suggested course of action 
following analysis. 
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Starting point 


You should begin by choosing a potential focus, since you cannot progress until you have estab- 
lished your research area. You may find it helpful to discuss your ideas with colleagues or 
practitioners within the field before conferring with your tutor. 


REFLECTIVE ACTIVITY 13.1 


Selecting an area to research 


Ask yourself: ‘In this area of study, what are the key issues for me and my host institution 
within the broader research context?’ Focusing on an issue that has the potential to realise 
‘practical outcomes’ (Bell, 2005: 28) may give your research greater meaning. You may iden- 
tify two or three potential areas of interest this way. Your next step would be to evaluate 
the viability and potential impact of each area by determining whether: 


e it has a clear theoretical/conceptual base; 


èe the study is manageable - be realistic and consider the probable scope and timescale of your 
proposed study in relation to research constraints; 


@ you will have access to key sources of information, e.g. confidential management documents 
within the host organisation; 


e the study will benefit you and/or your host institution, e.g. does the study support your 
career aspirations? 


Once you have satisfied yourself that the study will be worthwhile and manageable, you can move 
to the starting point. 


Once you have established a viable research area, draft a title that identifies the intended focus and 
scope of the study, for example: 


Early diagnosis of Attention Deficit and Hyperactivity Disorder (ADHD) in preschool children: 
an examination of the role of parents in the identification process 


The title offers a conceptual focus (ADHD), a context (preschool children) and a core research popu- 
lation (parents). By narrowing the focus, the research activity immediately becomes more 
manageable, such as: 


Social inclusion of English as an Additional Language (EAL) for teenagers: an evaluation 
of community-based support strategies offered by one urban local authority 


Again this title offers direction and focus. EAL is the main issue, but social inclusion for teenagers is 
brought to the fore. However, the phrasing of the title implies that the respondent base is not lim- 
ited to teenagers but could include such stakeholders as parents, schools, social workers, local 
politicians and community workers. 


Once you have formulated the focus of your research, you will need to justify your decision by 
explaining your rationale. Firstly, you should contextualise your focus in order to demonstrate why 
your study matters. Within the realm of the social sciences, this can usually be achieved at both a 
national and local level. At the national level, there is likely to be a large body of documentation for 
you to draw upon. Your sources may be in the form of government policy directives, empirical 
research or newspaper articles highlighting key issues gleaned from original texts. Up-to-date debate 
surrounding national policies and problems will help you verify the wider significance of your 
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research. At the local level, the context for your research will narrow. It will become more person- 
alised and manageable; furthermore, it should enable you to identify a core research population. This 
contextual positioning of your study then leads to an explanation of the purpose - ‘what are you 
actually trying to find out?’ — which can be achieved by breaking the direction given by the title down 
into more easily achieved research questions. In the examples given above these might be as follows. 


@ What is meant by ADHD’? 
@ What diagnostic processes/strategies are available/applicable? 
@ How can/are parents involved in the process? 


And secondly: 


e@ Is language a barrier to social inclusion? 
@ What strategies can be applied to overcome these barriers? 
@ How can the effectiveness of strategies be judged? 


You should address these questions throughout the study to guide and structure both the 
research and the reporting of that research in order to maintain coherence and continuity. 


Theoretical perspective 


Although your research question should have a streamlined focus, your study as a whole should 
incorporate a wider theoretical perspective. If you neglect to explore previous published research 
within the field or fail to base your study within a larger theoretical framework, your research will 
risk being overly insular. Furthermore, you are likely to miss key insights for potential solutions or 
improvement areas. 


Periodically consult the key questions that you established at the starting point for guidance as you 
review relevant literature. There are various ways of approaching this task. If the focus of the study is 
relatively unfamiliar, you might begin by scanning general texts to obtain an overview of major ideas 
and key authors. Alternatively, if you already have knowledge of your focus area, you could begin with a 
list of key ideas to provide an initial structure. Often the initial structure will incorporate the following. 


@ Defining — identify key terms and ideas. 
@ Refining — focus on the ideas as they relate to the context of the study. 


@ Applying — explore previous research that focuses on your research area or a similar context. (You may 
also pick up some very useful ideas for research methods and tools from these sources.). 


Searching for sources 


We currently live in an information-rich environment. At the press of a button, the internet can pro- 
vide access to millions of thematic links. These links, however, have various degrees of reliability and 
many sites provide neither a source of accountability nor verification of the information’s accuracy. 
University-hosted web pages and electronic and paper-based journals and textbooks offer appropri- 
ate and reliable sources of information, both theoretical and empirical (e.g. published findings from 
previous research). 


Access to sources may depend on several factors. Firstly, successful online research requires that the 
search terms be both clear and appropriate. If you select terms that are too general in your search, 
such as ‘ADHD’, there may be too many ‘hits’ to be manageable. Conversely, if you are too precise 
with your terms, such as ‘ADHD and preschool children and parental involvement and diagnosis’, 
your search may return too few links. You may, also, run the risk of missing important sources that 
could be helpful, since they would be beyond the scope of the search parameters. 
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A second significant factor is the nature of the search engine used. Specialist databases (e.g. 
http://www.inclusion.ngfl.gov.uk) usually provide more relevant lists than general databases (e.g. 
Google®) and can accelerate your research. Thus by selecting the most appropriate search engine 
you should be able to expedite the research process. 


Thirdly, a lack of financial resources can affect a researcher's access to sources. University or college 
libraries may not always have the books or journals you require, although it may be possible to 
arrange ‘visitor’ access to other academic libraries that do have the sources available. You should be 
able to arrange an inter-library loan, but there is usually a fee for this service. With this in mind, it is 
worth closely reviewing the source’s abstract to ensure its relevance before ordering it. Similarly, you 
should ascertain whether your academic library subscribes to an electronic journal before paying for 
personal access. 


It is likely that books, either single or joint-authored, and edited collections of chapters will help out- 
line the theoretical framework for your study's focus. Internet sources, newspapers and professional 
journals will provide a wider contextual setting and some general applications. Academic journals 
and some of the more prestigious websites will provide examples of current research in the field. An 
appropriate combination of these sources should provide a suitable conceptual framework on which 
to base a small-scale study by ‘redeveloping’ rather than ‘reinventing’ the wheel. Other texts, such as 
Denscombe (2003) and Bell (2005), address these issues in greater detail. 


Constructing a review of the literature 


Some of the more general texts within the field will help to define the parameters and scope of the 
study and clarify the terminology. The more specific texts (often edited collections of chapters) 
should help to refine some of the key ideas the research will be based upon. Journal articles (often 
the authors of the books will be engaged in more current research) will provide examples of research 
findings and, quite often, research methodology and tools that could be adapted for use in a small- 
scale research project. 


A frequent mistake in literature reviews is that they are presented as an annotated bibliography or a 
report of the content of the literature, jumping from source to source or quote to quote, rather than 
an analysis of the content and meaning of sources and comparison of them to identify possible simi- 
larities and differences. Some of the best reviews will combine the best elements of theories and 
research findings to construct a more powerful model that can then be used as a benchmark against 
which to compare the reality as reflected in the research activity. Overall, it is important to demon- 
strate that ideas and current thinking have been considered and that elements from the reading will 
be taken forward as a basis for the research activity. This shows that the research will be based upon 
something more tangible and meaningful than speculation and unsubstantiated instinct. 


REFLECTIVE ACTIVITY 13.2 


Preparing for the review of relevant literature 


Plan to perform a review of relevant literature. 
e List key conceptual terms that your study will address (these will be your key search terms). 


e List the contextual factors that you can use to restrict the scope of your search (age range, loca- 
tion, conceptual aspect, etc.). 


e Identify journals that might publish articles in the field of study. 
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Research methodology 


You should choose your method of gathering evidence by determining the most appropriate and 
practical options. Your decision should follow consideration of proposed outcomes, contextual con- 
straints and potential obstacles. In order to assess various research methods objectively, you might 
ask: what would be the most effective way to collect the evidence | need? 


In essence, the research methodology should consider three key questions. 


@ What needs to be asked? 
@ Who needs to be asked? 


@ How can they be asked? 


These questions are not mutually exclusive and the outcomes of one may influence those of another. 
Therefore you should maintain an inclusive overview of the questions throughout the research 
process. 


What needs to be asked? 


The purpose of reviewing literature before embarking on your own research is to help to identify 
and clarify the key issues you wish to explore. Both conceptual and empirical literature should help 
you construct your own study. Many elements of previous work may be transferable to your 
research, such as choosing research tools, populations and methodology. You may choose to per- 
form a comparative study by using the same tools and methodology but in a different context or, 
perhaps, adapting them to your context as you can learn from weaknesses within the previous study. 
Be sure to recognise and acknowledge where influences on your research came from, however, since 
you will analyse your findings in relation to them. 


Who needs to be asked? 
Consider the two example titles given earlier: 


Early diagnosis of ADHD in preschool children: an examination of the role of parents in the 
identification process 


and 


Social inclusion of EAL teenagers: an evaluation of community-based support strategies 
offered by one urban local authority. 


The key research populations are already explicitly stated in the titles - parents of ADHD preschool 
children and urban EAL teenagers - although to get a full picture of the situation, it may be neces- 
sary to go beyond the initial focus groups. For the EAL teenagers, it may be important to compare 
the perspectives of those participating in the strategies and those who do not, other members of the 
communities themselves, professionals providing support/structure for the strategies and possibly 
the schools which the teenagers attend. Extending the focus of the study should develop a more 
rounded perspective but by increasing the range of respondents it may also cause problems with 
access, differentiation of research tools and, potentially, the scale of the research study. 
Consequently, rather than assessing an entire population, it may be necessary to sample, or to 
obtain the views of a subset of the population to represent the views of the population as a whole. 
The construction of this ‘representative sample’ must be handled with great care and there is a 
number of well-defined ways of achieving this. 
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The example of EAL teenagers is already a sample from a much larger population - it is, as the con- 
structed title suggests, a case study of one urban local authority among many, a case study being a 
‘bounded system’ (Nisbet and Watt, 1984: 79) in that it is a well-defined group such as the partici- 
pants on a particular course or those working in a specific office. However, a case study may offer a 
population which is too large to manage as part of a small-scale research activity, so further action 
must be taken to systematically reduce the potential number of respondents. The main choices are 
between probability (random) and non-probability (purposive) sampling. 


A probability sample draws randomly from a wider population (Cohen et al., 2000: 99). If the whole 
population is known - all EAL teenagers who have attended a support group in the past year, for 
example — it might be possible to perform a systematic sample of every twentieth person on a list of 
400. But how representative is a random sample? It may be necessary to subdivide the population 
into smaller, well-defined subsets to ensure a full representation of the population within the sample 
(stratified sampling). In the ADHD example it may be necessary to subdivide the population of par- 
ents into ‘cohabiting birth parents’ and ‘single parents’, and perhaps still further by gender or ethnic 
group and then randomly sample from each of those subsets to get a truly representative sample. 
Where there are very large numbers that need to be reduced to a more manageable figure, this 
could be achieved by multi-level sampling. A random selection is made from a sample that has 
already been randomly selected, e.g. from a random selection of ADHD assessment centres, ADHD 
assessors are selected and from their caseloads parents are randomly selected for the research (stage 
sampling). Where the selection criteria change at each stage it is known as multi-phase sampling. 


Non-probability sampling is often more convenient and less difficult to arrange although it is 
unlikely that it will be rigorously representative of the population as a whole. The most straightfor- 
ward is convenience sampling where those who are in close proximity to the researcher become the 
sample, e.g. the parents of ADHD children who attend a ‘self-help’ group that the researcher has 
access to, or the teenagers attending the Thursday evening community group which the researcher 
helps to run. Quota sampling is the non-probability version of a stratified sample where the propor- 
tions in the sample (e.g. male/female; age distribution) are the same as in the population as a whole. 
It may be possible to individually select a sample to represent the population (purposive sampling). 
With the guidance of professionals who work with the parents, a representative group may be 
selected to provide a range of perspectives of the ADHD diagnosis procedures. A final approach is 
known as snowballing where an initial small group of respondents is asked to recommend other 
potential respondents. 


How can they be asked? 


Once you have established what and who to ask, you can progress to determining the most effective 
means of gathering your evidence. To a large extent the key determining factors are access and time, 
which will affect the breadth and depth of your study. Given the constraints of your research, you 
may have to compromise between what is ideal and what is possible. Thus you will need to deter- 
mine an appropriate balance of approaches to provide the most meaningful responses possible. The 
data gathered is likely to be a combination of first- and second-hand information - first-hand being 
that information which is directly collected either through observation of events or by explicit ques- 
tioning of participants; second-hand being that information which is to be found in documents or 
by questioning the perceptions of the participants. In all cases the methodology employed should 
maintain a strict focus on the key research questions (as discussed above). 


The most common research methods are the following. 


@ Surveys — a standard set of questions employed to elicit specific facts, attitudes or opinions from 
respondents within a given population. Surveys usually take the form of either questionnaires or 
interviews and can be conducted directly by the researcher (interviews) or indirectly by self-completion 
by respondents (questionnaires). 
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@ Observations — the researcher obtains a consistent perspective on an observable phenomenon. If the 
conduct of ADHD diagnostic meetings were to be the focus of the research, then relying on the responses 
of the individuals concerned would be subject to their individual perceptions and biases. An independent 
observer would be able to offer a degree of objectivity to the research — or at least the degree of bias 
and subjectivity should be consistent! 


© Documentary analysis — where documents can provide a perspective for your study. Documents are 
most often used as a means of triangulating information from other sources: participants may provide a 
perspective on what /s happening, managers on what they think is happening but a document might 
provide information on what shou/d be happening (the policy) in specific circumstances (such as ADHD 
diagnostic processes). In this way, the document acts as a ‘base line’ against which other perceptions can 
be compared. 


@ Action research — where there is interaction between the researcher and the phenomenon being 
studied. The researcher is actively engaged in attempting to influence the outcomes by taking direct 
action to bring about improvement. This is very similar in approach to reflective practitioners who 
evaluate their performance in order to inform subsequent planning, with a view to improving 
performance. The intervention and the resulting changes can be recorded by the researcher through the 
use of a participant diary, triangulated by the use of external observers or a survey of other participants 
in the process. (Refer to Chapters 12 and 14 for further discussion of action research and reflective 
practice, respectively.) 


Surveys 


Surveys can be conducted either directly by the researcher through interviews or indirectly through 
questionnaires. Interviews offer a degree of interaction between the researcher and the respondent 
that is not possible through a questionnaire. However, interviews are much more time-consuming 
than questionnaires and must be more carefully negotiated with potential respondents. 
Questionnaires allow the researcher to control the focus and format of responses but may lack the 
subject flexibility of interviews. In either case, conceptual frameworks developed from the literature 
can be used as a basis for the questions, allowing you to make direct comparisons between 
responses and the theoretical perspectives. 


There are three main types of interviews: structured, semi-structured and unstructured. In structured 
interviews, the interviewer works through an interview schedule that is usually composed of closed 
questions (discussed later in this chapter) that limit the response options of the respondent. The 
interviewing process ensures the full completion of responses and allows the interviewer to work 
through a large schedule on a ‘critical path’ basis. One drawback of this approach is that, with such 
limited flexibility, your data may lack evidence that is pivotal to your research and your questions 
may not offer a sufficient range of responses to gain a fully nuanced overview of the topic. 


Semi-structured interviews offer a more flexible style that can be used to collect information equiva- 
lent to that of the structured interviews. The researcher usually begins by identifying a number of 
key questions that not only elicit specific types of response, but also act as prompts. Furthermore, 
probing can be used to ensure that the respondent understands the questions. Then, depending on 
the responses received, the interviewer can choose to either ask further questions to explore a spe- 
cific area in greater detail or move onto the next key question. 


Unstructured interviews are the most flexible and may allow you to gather complementary evidence. 
This approach is generally used to explore an area in preliminary research, for people with access to 
specialised information or for those able to provide you with a unique perspective on an issue (such 
as a principal community support worker). Since the success of such interviews depends heavily on 
the dexterity of the interviewer, you should enter the interview with extensive knowledge of the sub- 
ject area, demonstrated by posing informed questions, and be able to adapt to the situation by 
reacting perceptively to new leads. 
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Interviews can be conducted face-to-face or by some form of communication technology (such as a 
telephone, web ‘chat room’ or video conference). Since interviews are time-consuming, be sure to 
identify and approach the individuals whose responses will be the most beneficial to your study. 


Regardless of the interview approach you select, before starting your interview, you should: 


e clarify your status; 

@ explain the background of the study and clarify its relevance; 

@ ensure that the respondent understands why they were chosen for interview; 
@ ensure agreement and consent over how to record and report the interview; 

@ observe the respondent's right to withdrawal, anonymity and confidentiality; 
@ establish a time limit. 


The other survey option is to use questionnaires. If you choose to employ questionnaires, the way in 
which you construct your questions will be of vital importance, since no interviewer will be on hand 
to demystify problem areas. To be most effective, keep the format as simple as possible. Be careful 
to construct questions that minimise confusion and subsequent frustration. Questionnaires that are 
quick and easy to complete are more likely to be answered fully and returned. 


When formulating questions, make sure they are: 


e clear — construct questions simply and avoid combining questions; 
@ concise — minimise ambiguity and avoid ‘information overload’; 
@ accessible — use appropriate language and avoid complicated grammar such as double negatives; 


e unbiased — structure your questions impartially and avoid ‘leading questions’ that may bias responses. 
Where possible, choose denotative over connotative language. 


There are several question types you can incorporate into your questionnaire that will provide vary- 
ing degrees of information. Closed questions give the respondent definitive choices and limit the 
responses to a ‘yes’ and ‘no’ format. Although these are very quick to answer and collate, they may 
not provide the range of response required. For example, the question ‘Have you been to the com- 
munity centre in the last six months?’ will not provide information that may be important to your 
study, such as the frequency of visits or length of each attendance. 


Multiple-choice questions offer a range of possible responses and are relatively quick to complete, 
since the respondent can tick an option rather than spend time writing. This method allows for a 
coherent collation of responses and can serve as a means for gauging respondents’ level of agree- 
ment with a certain statement, e.g. ‘the meeting with the ADHD specialist helped me to understand 
my child's needs - strongly agree, agree, disagree, strongly disagree’. Multiple-choice questions, 
however, may not offer essential nuances since the questions may not provide adequately compre- 
hensive responses and may not address reasons why respondents select a given option. 


Ranking questions require respondents to place a list of alternatives in order of importance or prefer- 
ence. As with multiple-choice questions, these are relatively quick to answer and allow the researcher 
to gauge degrees by providing a frame of reference. However, the answers may prove misleading 
since many choices may not apply to the respondent but will be included due to the ranking nature. 
One variation may be to include a ‘check all that apply in order of importance/preference ...’ clause to 
minimise misleading data. 


Open questions allow the greatest degree of flexibility with responses since questions are phrased in 
such a way as to allow respondents to answer in their own words. Of all the question types, open 
questions will allow the greatest depth of response and may allow you to select quotations to 
emphasise points within your analysis and provide ‘colour’ for the presentation of your findings. It 
should be noted, however, that open questions might be too time-consuming to be realistically 
manageable and too unstructured to gather coherent and consistent data. 
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When constructing your questionnaire and choosing question types, be sure to consider the follow- 
ing points. 


@ Ease/speed of completion. 

@ Depth of response desired. 

@ Nature and number of respondents. 

@ Nature of desired information (factual — perceptions). 

@ Ease of analysis (comparability and categorisation of the different responses). 


In some cases your questionnaire might not elicit all the information that the respondent is able to 
provide, because it does not ask the right questions. Therefore it may be useful to ask the respon- 
dent at the end for any other information they might offer on the subject that has not been 
requested elsewhere. 


Observations 


Observations provide the researcher with first-hand data, since the researcher is working in the field 
and able to personally interpret evidence. This approach allows the researcher to manipulate vari- 
ables and construct personalised studies. There are, however, drawbacks to this method of research. 
First, it is difficult to ensure objectivity when dealing with individual perceptions, which may jeopar- 
dise the credibility of the research as a whole. Another problem may be consistency, since the 
researcher's subjectivity may lead to variance when gathering the data. 


It may be possible to counter these pitfalls by creating a schedule that specifically outlines what 
should be observed and how it should be categorised and recorded. By producing a proforma the 
researcher may be able to simplify the recording of the observations. For example, for an observa- 
tion of an EAL community meeting the researcher may want to focus on who is speaking and the 
language being used. The researcher might also choose to analyse the nature of the communication 
and code it according to a predetermined set of categories, such as determining whether questions 
are open or closed and whether they elicit information, perceptions or attitudes. The observation 
proforma may be used to further determine whether statements are factual or opinion-based and if 
they are encouraging, neutral or discouraging, etc. 


Another concern with observations is that the process can potentially influence the behaviour of the 
subject. Thus the chosen nature of observation may be significant. Overt observations, whereby the 
observer is revealed and the purposes of the observations are made explicit, are likely to affect the 
behaviour of the subject. The way in which the participant reacts may be of interest to the observer, 
but it does mean that the behaviour may not be accurately representative. Although overt observation 
may affect behaviour, this can be acknowledged and allowed for in the analysis of the findings. Over 
time it is possible that the effect on behaviour of the observation will be lessened and a more ‘realistic’ 
set of observations will be possible. Alternatively, the changed behaviours may become normalised. 


Another approach is to use covert observations, whereby the observer is concealed and the purposes 
of the observations are hidden. Observing covertly may reduce the extent to which the observation 
process impacts the situation and alters behaviour, thus providing more accurate representation. 
However, the value of the discoveries made in such observations needs to be balanced against the 
ethical considerations of performing an observation without the knowledge of the subject. For 
example, attendance at a meeting as a non-participating, covert observer could lead to future reper- 
cussions for the observer if the observation is revealed. Clearly, protection of confidentiality and 
anonymity is essential in such circumstances, although such measures may not negate the ethical 
implications of covert observation. 


Documentary analysis 


Previously published documents should provide a foundational basis for your study. You may use 
them as a preliminary means of exploring the issues you wish to address in your study, as the litera- 
ture may identify potential areas for inquiry and highlight patterns. However, reliance on preceding 
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studies can be problematic since, unlike questionnaires and interviews specifically designed for your 
study, the documents you find may not have been written with the same intended focus. Thus criti- 
cal analysis will be necessary to evaluate the relevance of previous research and to interpret their 
findings in light of your own research questions. 


Both general and specialised texts may be useful to your study. General texts within the field may 
help you define the parameters and scope of your study and clarify terminology. Specialised texts, 
such as edited collections of chapters, should help you refine the foundational ideas of your 
research. Journal articles not only report research findings but also exemplify research methodology 
and tools that can be adapted for your own use. 


All documents offer two types of information: witting and unwitting. Witting evidence is informa- 
tion that the author intended to convey. By way of contrast, unwitting evidence is information that 
can be gleaned from the document due to style, language or omission that the author had not nec- 
essarily intended to convey. 


While reviewing literature, avoid the mistake of regurgitating information rather than analysing it. 
Your research should not resemble an annotated bibliography or a literature report devoid of 
scrutiny. Instead of merely source-hopping, be sure to compare and contrast the content of each 
source. A convincing review would combine theoretical elements with research findings to construct 
a more developed model. This model could then serve as the benchmark for interpreting results 
from your own study. Essentially, you should demonstrate that preceding ideas have been both con- 
sidered and advanced in order to establish the framework of your research. Since research requires 
more than speculation and unsubstantiated instinct, thorough analysis will make your argument 
more cogent and your research more credible. 


REFLECTIVE ACTIVITY 13.3 


Selecting an appropriate research methodology 


For each of the key research questions. 

e Identify who (the respondent groups) will be able to provide appropriate and useful information. 
e Identify what information each group might be able to provide. 

For each respondent group. 


e Identify both the strengths and weaknesses of using different data-collection techniques and decide 
upon the most appropriate research methodology to use for gathering the necessary evidence. 


Presentation and analysis 


Once you have gathered your data, the next step will be to present and analyse your findings. To 
ensure that your study is focused, consult your initial research questions for guidance with structure. 
For each of the initial questions, you should compare and contrast data from the different sources 
with your own findings, and interpret and explain both similarities and differences. 


Your presentation might include a combination of quantitative and qualitative data. Quantitative data 
provides your study with empirical evidence. It can also provide impact, since numerical data often 
seems more convincing than theoretical interpretation. For example, ‘85% of parents (n = 38) claimed 
that ..." indicates that the claim, whatever it may be, has significant backing and is, perhaps, more cer- 
tain. (Note that when a percentage is used, it should be accompanied by the population size.) 
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The impact of numerical data can often be further enhanced and simplified through the use of 
tables and graphs. When presenting your findings graphically, it is important to ensure that the cor- 
rect format is employed for the chosen data. 


If you use mutually exc/usive categorical data sets such as: 


The meeting with the ADHD specialist helped me to understand my child’s needs: 
strongly agree (20) agree (12) disagree (7) strongly disagree (2) 


it is possible to use a pie chart to clearly present your data. Pie charts are frequently presented using 
percentage data as exemplified in Figure 13.1. 


Meeting with the ADHD specialist helped 
me to understand my child’s needs 


L] strongly agree 
agree 
m C a 
T disagree 


O strongly disagree 


Figure 13.1 Pie chart 


If the comparison is between mutually /nc/usive categorical data sets such as: 


Which languages do you speak? 
English O Polish O German O Arabic O Urdu O Other O 


which could result in participants providing more than one response, a block chart should be used 
as in Figure 13.2. The categories should be organised in some meaningful way, e.g. by size or alpha- 
betical order. 


If both data sets are numerical and a potential relationship between them is being sought, for exam- 
ple the number of teenagers speaking a particular language and the average number of sessions 
attended, you may choose to use a line graph to present your findings. 


You should strike a balance between data included within the text and data presented within an 
appendix. Too much information presented in the text of a study may disrupt the ‘flow’ of the argu- 
ment being presented. On the other hand, if you provide too little information, the reader will be 
forced to search for data to support your claims, which can result in a less convincing argument. 
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Spoken languages in the group 


Numbers 
foe) 
o 
oO 
i 
(o) 
n 
oe 


English Polish German Arabic Urdu Other 
Languages 


Figure 13.2 Block chart 


Thus, if you are unable to fully elaborate due to space constraints or you feel that including certain 
data may jeopardise continuity, you can transfer data to an appendix and reference it within your 
study. The information placed within your appendix should generally be regarded as incidental 
rather than core. 


Beyond simple presentation of quantitative data, statistical tests can be applied to further confirm 
the validity and reliability of your findings. This may be to gauge the extent to which data from dif- 
ferent populations, e.g. the parents and counsellors of ADHD children, differ in their responses or 
perceptions. As there is insufficient space here to explain the workings and applications of statistical 
tests only a brief description of the purpose of the main tools can be offered. (Refer to Robson 
(2002: 309-69) for further details on the statistical analysis of quantitative data.) 


Averages can be used in three different ways. 


e@ Median — reduces the impact of outlining points of data that may skew the results. 
@ Mode — highlights the most popular response. 
@ Mean — incorporates all the data. 


Standard deviations can be calculated to provide an indication of the spread of the data. 


Spearman's rank is used to compare the extent to which two populations rank the same list of crite- 
ria differently, or the correlation between the rankings of two separate lists by the same population 
(Cohen et al., 2000: 81). The chi-squared test compares the extent to which two populations (e.g. 
male and female) respond differently to the same questions (e.g. attendance at support group ses- 
sions — if there are twice as many males as females eligible to attend the session, the expectation 
would be for there to be twice as many males actually attending if gender is not a factor). 


Qualitative data, by its very nature, is more open to ambiguity and requires interpretation in order 
for it to be organised and collated. Responses may be unique to each respondent, so the researcher 
needs to be alert to potential patterns and opportunities for categorisation. Qualitative data has a 
benefit over quantitative data in that it can offer greater depth and exemplification. Although quali- 
tative data can provide numerical responses, its real strength lies in the insight and humanity 
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provided by direct quotations that enrich the analysis. Since data of this nature is concerned with 
meanings and the way people understand things (Denscombe, 2003: 267), when presented in narra- 
tive, it provides nuances and helps the reader to ‘connect’ with the research in a way that pure 
numerical data is unable to convey. By using quotations from interviews, observations, diaries or 
questionnaires, greater meaning can be added to quantitative data. However, qualitative data 
should be employed judiciously to avoid being perceived as too ‘anecdotal’ thus referencing to the 
respondent(s) is important. 


An effective analysis involves: 

@ clear exposition of complex arguments and issues; 
e@ identifying causal relationships; 

e elucidating and explaining; 

@ presenting a sustained logical argument; 

@ comparing and contrasting; 

e@ identifying and challenging assumptions. 


In this section you should synthesise your findings and readings (practice and theory) and clearly and 
critically you should link theory and practice to derive valid conclusions. 


Conclusions and recommendations 


Your conclusions should be linked to the title and purpose of the study. They should emanate from 
the evidence that was presented earlier. Recommendations, where appropriate, should be feasible. 
In this section you should demonstrate the importance of your research and present your conclu- 
sions, which should be: 


@ explicitly derived from your analysis; 
@ cross-referenced to your literature review and findings; 
e related to your title and original purpose. 


SUMMARY OF KEY POINTS 

This chapter has introduced a structured overview of the research process that enables you to: 

> clarify the purpose of your study by examining its context and identifying key influential factors; 
> identify key concepts for your study and use these to direct your reading of related literature; 


> design methods for gathering evidence by establishing what to ask, who to ask and determining 
how best to collect the information; 


> analyse findings to address your key research questions. 
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14 The reflective practitioner 


Paula Zwozdiak-Myers 


Learning objectives 
By the end of this chapter you should be able to: 


e identify key concepts and theories associated with reflection; 

e apply key principles of reflection to aspects of your own practice in order to 
become a more effective practitioner; 

e recognise why reflecting on practice is important to your professional 
development. 


Introduction 


When the interests of children and young people are at the heart of your professional work, you will 
need to ensure that the knowledge, skills and understanding you bring to each situation is guided 
by good practice within your professional field. As you begin your career pathway and gain experi- 
ence you will start to build your own repertoire of techniques that should guide your practice. 


We are always learning and, as such, must be adaptable. Due to the nature of working in the social 
sciences, no one solution to a given problem will necessarily be effective in all cases where that 
problem might arise. You will find that some of your approaches work effectively in certain situa- 
tions, yet may be less effective in others. Many factors contribute to this variation. Consider, for 
example, social, emotional and cognitive development along with cultural, racial and ethnic beliefs, 
values and sensitivities. There may also be issues related to gender or learning difficulties, such as 
attention deficit hyperactivity disorder (ADHD), emotional behaviour disorder (EBD), autism and 
dyslexia. Thus it should be clear that with the plethora of variables within any given situation, your 
approach should be both specialised and adaptable. 


For this reason, it is vitally important that you adopt an approach to your work that challenges and ques- 
tions ‘why’ you respond to particular situations as you do. Ask yourself whether your actions and 
reactions within a situation were the best strategies given the interests of all parties. Were there any alter- 
native approaches that you could have tried? The process of thinking about how you do what you do 
and, more importantly, why forms the bedrock of theories associated with the reflective practitioner. 


Reflection 


The term ‘reflection’ has been interpreted by theorists and practitioners in a number of different 
ways and has been used for a range of purposes. Dewey (1933), for example, associates the term 
with the process of problem-solving, while Kolb (1984) identifies reflection within a cycle of experi- 
ential learning. Daudelin (1996) provides a definition that is appropriate for examining the nature of 
reflective practice within the social sciences. According to Daudelin (1996: 39), reflection is the 
process of stepping back from an experience to ponder, carefully and persistently, its meaning to the 
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self through the development of inferences: learning is the creation of meaning from past or current 
events that serves as a guide for future behaviour. Several themes emerge from this definition, 
notably that reflection. 


@ can be a deliberate, thoughtful activity; 
@ has a particular focus; 

@ is used to promote understanding; 

@ draws upon personal biography; 

@ is integral to learning; 

@ can be used to inform future practice. 


During the 1980s, Schön (1983, 1987) distinguished between two forms of reflection: reflection on 
action and reflection in action. The former describes the type of reflection explained above, which 
happens some time after an experience and involves retrospectively examining meanings embedded 
within the outcome. Reflection in action, however, describes the type of reflection that happens 
during an experience, as the situation unfolds. This distinction has implications for learning — for 
gaining knowledge, skills and understanding. 


To explain this distinction, consider how you come to learn a new skill, such as playing the piano. 
Initially, you need to gain knowledge of each individual note, where it appears on the staff, what it 
sounds like ... this builds into scales, chords and melodies. Along with learning to read the musical 
score, you need to develop the dexterity and motor skills to play the music - perhaps the right hand 
initially and then graduate to using both hands simultaneously. If you are a vocalist, add to this a 
further dimension ... singing. At the outset, you will need to think through each manoeuvre, each 
new action before you do it. As you practise and gain experience, the learnt skills will be ‘assimilated 
and accommodated’ (refer here to Piaget's theory of cognitive development in Chapter 7) into your 
memory ... there is less need to think through every manoeuvre before you do it. 


When you respond to situations by consciously evaluating what you do as you do it, you are reflect- 
ing in action. Metaphorically speaking, you are ‘thinking on your feet’ which involves simultaneously 
‘reflecting and acting’. This implies that the professional has reached a stage of competence that 
enables him to assess what is taking place and to modify actions accordingly. The process of inter- 
preting, analysing and providing solutions to complex and situational problems happens during an 
action, the period of time in which we remain in the same situation (Schön, 1983: 278). In the 
example above, when a pianist becomes an accomplished player, he will be able to play without con- 
sidering chords, rhythms and musical scores or what his fingers are doing. 


At this point in your professional development, however, a measure of caution should be exercised. 
As indicated earlier, there will not necessarily be a ‘correct’ approach or solution effective in all sce- 
narios. For this reason, perpetually assessing actions and their consequences is crucial to maximising 
effectiveness within your professional role. 


Attitudes within reflective practice 


Dewey (1933: 16) describes reflective action as the willingness to sustain and protract that state of 
doubt which is the stimulus to thorough inquiry, so as not to accept an idea or make a positive 
assertion of a belief until justifying reasons have been found. He contrasts this with routine action 
that is characterised by an individual's disposition to accept the most commonly held view for 
resolving a problem, rather than seeking to examine alternative viewpoints or strategies. 


Dewey asserts that three attitudes are important prerequisites within reflective practice: open-mind- 
edness, responsibility and wholeheartedness. Open-mindedness relates to a willingness to consider 
more than one side of an argument and attend to alternative possibilities. This requires an active 
desire to both listen and accept the strengths and limitations of your own and other people's view- 
points. In some instances, this may lead to the recognition that your former beliefs were 
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misconceived. You may find that you made judgements about an issue and ‘jumped to conclusions’ 
without listening to others. 


Responsibility relates to the disposition to carefully consider the consequences of your actions and to 
accept those consequences. When individuals profess certain beliefs (yet) are unwilling to commit 
themselves to the consequences that flow from them (Dewey, 1933: 32) confusion and misconcep- 
tions often arise. By reflecting on your practice and questioning whether your actions were 
appropriate and effective in a given context, you will demonstrate responsibility within your work. 


Wholeheartedness relates to the way in which the attitudes of open-mindedness and responsibility 
are brought together through your interest and enthusiasm. Wholehearted practitioners are dedi- 
cated, and regularly examine their beliefs and assumptions along with the consequences of their 
actions. In this way, they adopt an approach to their work that is open and receptive to learning 
something new. The following activity provides a series of questions for you to engage with so as to 
better understand what is involved in the process of reflecting on your experience. 


Reflecting on experience 


Think back to a recent experience you encountered in a working environment with children and 
young people. Identify the following: 


e The purpose or goal of the interaction. 

@ What approaches you used to achieve this goal. 

e How children and young people responded to your approach. 
@ Whether you successfully achieved your goal. 


e If yes, why? If no, why not? 
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This process of self-appraisal involves a series of systematic stages that Boud et al. (1985: 19) refer to 
as returning to experience, attending to (or connecting with) feelings and evaluating experience. 
They use the following ‘elements’ to re-evaluate any given experience. 


e Association — relating new data to that which is already known. 

e Integration — seeking relationships among the data. 

e Validation — determining the authenticity of the ideas and feelings which have resulted. 
e Appropriation — making knowledge one’s own. 


By reflecting on your experience in this way and gauging the effectiveness of approaches, you will 
gain an insight into how you are developing within your profession. You must then use this knowl- 
edge to move forward. For example, you should place the approaches that were successful in your 
repertoire of skills and draw upon them in the future. The unsuccessful approaches should either be 
discarded or modified. In order to modify and improve aspects of your professional practice, you can 
work through the guidelines presented in the following activity. 


This type of engagement with your professional work models action research, introduced in Chapter 
12, that places reflection at the heart of the learning process. Action research is an ongoing cyclical 
process that uses new knowledge and insights gained to inform future planning and practice. In 
large measure, it is an important characteristic of reflective practice. 
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Improving your professional practice 


Discuss your practice with peers, tutors or colleagues. 

e Identify aspects that need further development. 

e Consider alternative strategies and approaches you could try. 
e Set yourself precise goals and targets. 


èe Devise a plan of action that identifies when, where, how and with whom you can test 
these strategies. 


e Implement your plan of action. 


èe Evaluate whether your plan of action was successful by looking back and responding to the 
questions raised in Activity 14.1. 


Levels of reflection 


All experiences and events happen within particular contexts that are situated culturally, historically 
and socially. When you reflect on your own experience, the focus of your reflection(s) can operate on 
many levels. Van Manen (1977) identifies three levels that can be applied across the range of profes- 
sions within the social sciences. 


@ Technical reflection — refers to acting efficiently on an everyday basis and is characterised by the 
application of existing knowledge to reach a given end that is not open to criticism or modification. 


e Practical reflection — involves the process of analysing and clarifying assumptions, experiences, goals, 
meanings and perceptions that underpin practical actions. Reflection focuses on an interpretive 
understanding both of the nature and quality of educational experience, and of making practical choices (Van 
Manen, 1977: 222-7); 


e Critical reflection — refers to the development of understanding that comes from reflecting and 
interpreting both personal experience and that of others. This level requires making judgements as to 
whether professional activity is just, equitable and respectful of others; this requires analysing the 
cultural and social context and challenging the assumptions that underpin behaviour and performance. 
Critical reflection takes such judgements further by placing any analysis of personal action within wider 
cultural, historical, political and social contexts. As Van Manen (1977: 227) explains, universal consensus, 
free from delusions or distortions, is the ideal of a deliberative rationality that pursues worthwhile educational 
ends in self-determination, community, and on the basis of justice, equality, and freedom. 


While different contexts within the social sciences lend themselves more to one kind or level of 
reflection than another, it is important not to view the levels as an increasingly desirable hierarchy 
(Calderhead, 1989). All levels of reflection should be encouraged and are considered to be essential 
aspects of your development. For example, technical reflection is vitally important for your profes- 
sional development and a precursor to other forms of reflection. 


The content of reflection 


Korthagen and Vasalos (2005) suggest that the most frequent aspects of reflection content include 
issues concerned with the environment, behaviour, competencies and beliefs and more specialised 
aspects of reflection content include issues concerned with identity and mission. Although their 
model (see Figure 14.1) was designed for use in teacher education, its principles and underlying 
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concepts can be applied across all professions within the social sciences that involve learning to 
work with, and in the interests of, children and young people. 


environment 


! 


behaviour 


competence 


belief 


identity 


Figure 14.1 Model describing different levels in which reflection can take place 
Source: Korthagen and Vasalos (2005: 54). 


Korthagen and Vasalos (2005: 53) suggest that the inner levels determine the way an individual func- 
tions on the outer levels, but there is also a reverse influence (from outside to inside). They equate 
the level of mission to what inspires us, what gives significance and meaning to our lives and work. 
The identity level relates to how we experience ourselves and how our concept of self develops. They 
further suggest that these deeper levels can only be reached through core reflection, in which the 
‘core of one’s personality’ provides the content for reflection. The focus of core reflection can be 
realised when you analyse an experience or event within a particular context and ask yourself: 


@ What is the ideal situation? What do you want to achieve? 
@ What are the limiting factors that prevent this from being achieved? 


(Korthagen and Vasalos, 2005: 54) 


By envisioning an ideal situation and recognising inhibiting factors, you may become aware of inner 
tension or discrepancies. It is at this point that you must step back to consider whether or not you 
will allow the limiting factor(s) to influence your behaviour. The purpose of core reflection is to 
heighten awareness of your inherent core qualities, such as courage, empathy, decisiveness, flexibil- 
ity, sensitivity and spontaneity (ibid.). Ofman (2000) suggests that, although a core quality is always 
potentially present, the distinction between competencies and qualities lies primarily in the notion 
that competencies are acquired from the outside whereas qualities come from the inside. Within 
Korthagen and Vasalos’ theoretical framework, the ability to ‘reflect systematically’ can be found at 
the competency level whereas core qualities or ‘character strengths’ (Peterson and Seligman, 2003) 
are embedded within the deeper levels. 


Your reflections will be influenced by your personal theories and belief system. These theories and 
beliefs will originate from many sources, such as established practice, experience of what worked 
best, research- and educationally-based principles and procedures in addition to factors that can be 
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attributed to your own personality. In relation to teacher education, Richards and Lockhart (1996: 
30) suggest that teachers’ belief systems are founded on the goals, values, and beliefs teachers hold 
in relation to the content and process of teaching, and their understanding of the systems in which 
they work and their roles within it. These same factors underpin the practical theories and belief sys- 
tems that you hold about the different professions within the social sciences. 


It is important to note that your reflections will be constrained, to some extent, by your perceptions. 
Your analysis of an experience will be guided by how you perceive the particular situation. This, how- 
ever, provides only one of several ‘lenses’ through which to examine a situation. Brookfield (1995) 
uses the metaphor ‘hunting assumptions’ to describe an important step toward becoming critically 
reflective that can be used to systematically examine aspects of your practice from a range of 
‘lenses’, or perspectives, rather than relying exclusively on your own interpretations. Brookfield advo- 
cates that, in addition to your personal interpretations, three lenses should be considered to further 
inform your practice: the children and young people directly involved, colleagues with whom you 
work and theoretical literature. Your willingness to consider these alternative views and perspectives 
clearly has resonance with Dewey's attitude of open-mindedness. 


Interpretations of the same situation 


Ask three peers or colleagues to observe you or a video excerpt of you interacting with a small 
group of children or young people. To guide their observations ask them to focus on how informa- 
tion is conveyed between you and the individual members within your group through the following 
communication channels: verbal - spoken language, questions, answers and explanations; and non- 
verbal - gestures, eye gaze, listening, body language, spatial orientation and facial expressions 


After the activity, ask each observer to provide feedback about their observations in addition to 
their interpretations of the meanings behind their observations. 


e Identify similarities and differences in feedback between the three observers. 


e How can you explain the similarities and differences? 


Do their interpretations match with your own perceptions? 


If yes, explain how and why. If no, explain how and why not. 


The reflective practitioner 


Sch6n’'s conceptualisation of the reflective practitioner emerged from the distinction between two the- 
oretical forms of practice or action: espoused theory and theory-in-use (Argyris and Schön, 1974). 
Espoused theories refer to those that are formally seen by a profession to both guide action and 
encompass the formal philosophy of the profession. Theories-in-use refer to those patterns of behav- 
iour that are learned and developed in the day-to-day work of the professional and it is these, Schön 
(1983) suggests, that characterise the real behaviour of professionals. The distinction arose from his 
concern that there was a significant gap between the prepositional (espoused) knowledge and theory 
that purports to underpin professional activity and the reality of how a professional behaves in practice. 


Within such professions as social work and education, Schön (1983: 68) argues that there is no body 
of secure knowledge that can be used prescriptively to guide practice which can lead to a state of 
confusion as real-world problems do not come well formed. They tend to present themselves, on the 
contrary, as messy, indeterminate, problematic situations. The ability to cope with ill-structured, 
problematic situations with uncertain knowledge is considered a more advanced stage of the devel- 
opment of reflective thinking than one associated with problem-solving. 
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Sch6n (1983) distinguishes between ‘scientific’ and ‘caring’ professional work. The ‘high, hard 
ground’ of the former is exemplified in laboratory research that is supported by quantitative and 
objective evidence. The ‘swampy lowlands’ of the latter is exemplified by the social sciences, which 
are more concerned with interpersonal and qualitative issues that draw upon a particular kind of 
knowing-in-action. He argues that this knowledge is inherent, intangible, intuitive, spontaneous and 
tacit, yet it ‘works’ in practice. Schön (1983: 68) further recognised reflection-in-action that 
describes when someone: 


... becomes a researcher in the practice context. He is not dependent on the categories of 
established theory or technique, but constructs a new theory of the unique case. He does not 
keep means and ends separate, but defines them interactively as he frames a problematic situ- 
ation. He does not separate thinking from action ... His experimenting is a kind of action, 
implementation is built into his enquiry. 


Thus a distinction is drawn (Morrison, 1996; Schön, 1987) between reflection jn action, a process that 
is immediate, short-term and concerned with adapting strategies or approaches, and reflection on 
action, a process that takes place sometime after the event and is an ordered, systematically struc- 
tured, deliberate and deliberative, logical analysis of events and situations (Morrison, 1996: 319). It 
could be argued that the latter encourages greater questioning of the principles and theories that 
underpin what we do and is more likely to create professional autonomy through the conscious exer- 
cise of judgement. 


Cowan (1998) distinguishes between analytical and evaluative reflection, the former addressing the 
question ‘How do | do it?’ and the latter ‘How well do | do it?’ It is the second of these that is critical 
for judging and discerning. Without such critical evaluation, it would be difficult to complete the 
reflection process and for the learning from reflection to result in action and improvement. 


Schön's framework can be used to embrace all forms and levels of reflection. His reflection in action 
and reflection on action incorporate an epistemology of professional practice based upon knowing 
in action and knowledge in action (Altricher and Posch, 1989; Munby and Russell, 1989). Such tacit 
knowledge stems from the construction and reconstruction of professional experience rather than 
the application of technical or scientific rationality (Adler, 1991; Schön, 1983, 1987). Schön suggests 
that this is one means of distinguishing between professional and non-professional practice. 


In closing this chapter, we return to Dewey's attitude of responsibility. The desire and willingness to 
continuously develop and improve your personal knowledge base should be of central importance to 
you within your role as a professional practitioner. The purpose of reflective thinking is to enable you 
to transform a situation in which there is experienced obscurity, doubt, conflict, disturbance of some 
sort, into a situation that is clear, coherent, settled and harmonious ... (Dewey, 1933: 100). 


The importance of reflecting on practice 
Identify the reasons why reflecting on aspects of your own experience might be important. 
Discuss your response and views with a peer, colleague or your professional tutor. 


List the possible consequences that might emerge if you do not reflect on aspects of your own 
experience. 
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SUMMARY OF KEY POINTS 


This chapter has explored key concepts and theories associated with reflection that enables you to address the 
following questions. 


1. What is the purpose of your reflection? 

2. How can you go about doing this? 

3. On what aspects of your experience and practice should you reflect? 
4 


. To what extent should you reflect on the social and political issues that concern the children and 
young people with whom, and for whom, you work? 


5. What criteria should you use? 


You can use these questions to guide your discussions and future planning with peers, colleagues and tutors. 
The criteria indicated in question 5 should acknowledge the standards that you need to achieve to demon- 
strate effectiveness and good practice within your chosen profession. Question 4 has significance for aspects 
of your practice that consider the ethical and moral dimensions of your work. This should be guided by the 
principles, procedures and codes of ethical conduct that you need to address to exercise sound judgement 
when working with children and young people, their carers/guardians, personal colleagues and, where appro- 
priate, policy-makers. 
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Appendix 1 


Five priority outcomes: 
improvement for 
children’s services 


The Green Paper, Every Child Matters, proposed the introduction of a national common assessment 
framework as an important part of a strategy for helping children, young people and their families 
to achieve the five priority outcomes to: 


@ Be Healthy — This means babies, children and young people are physically healthy, mentally and 
emotionally healthy, sexually healthy, living healthy lifestyles, and choosing not to take illegal drugs. We 
also want to help parents, carers and families to promote healthy choices. 


@ Stay Safe — This means babies, children and young people are safe from maltreatment, neglect, violence 
and sexual exploitation, safe from accidental injury and death, safe from bullying and discrimination, safe 
from crime and anti-social behaviour in and out of school, and have security, stability and are cared for. 
We also want to help parents, carers and families to provide safe homes and stability, to support learning 
and to develop independent living skills for their children. 


@ Enjoy and Achieve — This means young children are ready for school, school-age children attend and 
enjoy school, children achieve stretching national educational standards at primary school, children and 
young people achieve personal and social development and enjoy recreation, and children and young 
people achieve stretching national educational standards at secondary school. We also want to help 
parents, carers and families to support learning. 


@ Make a Positive Contribution — This means children and young people engage in decision-making and 
support the community and environment, engage in law-abiding and positive behaviour in and out of 
school, develop positive relationships and choose not to bully or discriminate, develop self-confidence and 
successfully deal with significant life changes and challenges and develop enterprising behaviour. We also 
want to help parents, carers and families to promote positive behaviour. 


@ Achieve Economic Well-being — This means young people engage in further education, employment or 
training on leaving school, young people are ready for employment, children and young people live in 
decent homes and sustainable communities, children and young people have access to transport and 
material goods, and children and young people live in households free from low income. We also want to 
help parents, carers and families to be economically active. 


The common assessment framework fits into Every Child Matters, Youth Matters and the Children’s 
National Service Framework and is underpinned by two broad aspects of the Every Child Matters 
integrated working strategy: 


1. Workforce reform — includes the introduction of the Common Core of Skills and Knowledge for the 
Children’s Workforce to ensure all professionals have the knowledge and skills to work effectively with 
children and their families, and access to training when relevant. The skills and knowledge are described 
under six main headings: 

— Effective communication and engagement with children, young people and families; 
— Child and young person development; 
— Safeguarding and promoting the welfare of the child; 
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— Supporting transitions; 

— Multi-agency working; 

— Sharing information. 

Search the websites http://www.everychildmatters.gov.uk/deliveringservices/commoncore and 
http://www.ecm.gov.uk/workforcereform for further details. 

2. Multi-agency working — involves bringing professionals from different agencies together to meet the 
needs of children and families and to jointly agree the delivery of the actions arising from a common or 
specialist assessment. Information on different service models and a toolkit for practitioners are 
presented as the multi-agency resource online at http://www.ecm.gov.uk/multiagencyworking. 


Undertaking a common assessment has a strong emphasis on consent and you should explain to the 
child and/or their parent how the information in the assessment could, or will, be shared, and seek 
their consent. The Information Sharing: Practitioners’ Guide should be consulted for guidance and is 
available online at 


http://www.ecm.gov.uk/informationsharing 


A series of documents entitled Every Child Matters: Change for Children explain how the Children 
Act 2004 forms the basis of a long-term programme of change. You can download these documents 
from http://www.everychildmatters.gov.uk or 


http://www.teacher net.gov.uk/publications to learn more about the National Services Framework 
(NSF) for the different services and professions within which you plan to work: 

@ Every Child Matters: Change for Children (Ref: DfES/1081/2004). 

@ Every Child Matters: Change for Children in Schools (Ref: DfES/1089/2004). 

@ Every Child Matters: Change for Children in Social Services (Ref: DfES/1090/2004). 

@ Every Child Matters: Change for Children in Health Services (Ref: DoH/1091/2004). 

@ Every Child Matters: Change for Children in the Criminal Justice System (Ref: DfES/1092/2004). 


@ National Service Framework for Children, Young People and Maternity Services - Executive Summary 
(Ref: DoH/40496/2004; also online at: 
http://www.dh.gov.uk/PolicyAndGuidance/ HeathAndSocialCareTopics/ChildrenServices/fs/en 


Appendix 2 
Dealing with disclosures 


Receive 


@ Listen to the child. 

e@ If you are shocked by what they are saying, try not to show it. 
@ Take what they say seriously. 

@ Accept what the child says. 

@ Do not ask for (other) information. 


Reassure 


@ Stay calm and reassure the child that they have done the right thing in talking to you. 
@ Be honest with the child so do not make promises you cannot keep. 

@ Do not promise confidentiality — you have a duty to refer a child who is at risk. 

@ Acknowledge how hard it must have been for the child to tell you what happened. 


React 

@ React to the child only as far as is necessary for you to establish whether or not you need to refer this 
matter, but do not interrogate him/her for full details. 

@ Do not ask leading questions. 

@ Explain what you have to do next and to whom you have to talk. 


Record 


@ Make some brief notes at the time and write them up more fully as soon as possible. 
@ Take care to record timing, setting and personnel as well as what was said. 


@ Be objective in your recording — include statements and observable things rather than your 
interpretations or assumptions. 


Support 


@ The child will need support through the process of investigation and afterwards. 
@ You will need support. 


@ All staff have a responsibility to recognise child abuse, ensure an appropriate referral is undertaken and 
co-operate with child protection procedures while working within the parameters of your own 
professional Code of Conduct. 


@ At any stage — you can consult with a duty social worker (add local numbers): 
Day time: 
Out-of-hours: 

e All agencies have signed up to LCSB/ ACPC procedures that say you must follow agency procedures 
which include phoning the duty social worker. 
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The challenge of 


partnership in child 
protection 


14. 


15. 


. Treat all family members as you would wish to be treated, with dignity and respect. 
. Ensure family members know the child's safety and welfare must be given priority but that they have a 


right to courteous, caring and professionally competent service. 


. Take care not to infringe privacy any more than is necessary to safeguard the welfare of the child. 
. Be clear with yourself and with family members about your power to intervene and the purpose of your 


professional involvement at each stage. 


. Be aware of the effects on family members of the power you have as a professional and the impact and 


implications of what you say and do. 


. Respect the confidentiality of family members and your observations about them, unless they give 


permission for information to be passed on to others or if it is essential to do so to protect the child. 


. Listen to the concerns of children and their families and take care to learn about their understanding, 


fears and wishes before arriving at your own explanations and plans. 


. Learn about and consider children within their family relationships and communities, including their 


cultural and religious contexts and their place within their own family. 


. Consider the strengths and potential of family members, as well as weaknesses, problems and 


limitations. 


. Ensure children, families and other carers know their responsibilities and rights, including those to 


services and the right to refuse services and any consequences of doing so. 


. Use jargon-free language appropriate to the age and culture of each person. Explain unavoidable 


technical and professional terms. 


. Be open and honest about your concerns and responsibilities, plans and limitations, without being 


defensive. 


. Allow children and families time to take in and understand concerns and processes. A balance needs to 


be found between appropriate speed and the needs of people who may need extra time in which to 
communicate. 

Take care to distinguish between personal feelings, values, prejudices and beliefs and professional roles 
and responsibilities and ensure that you have good supervision to check that you are doing so. 

If a mistake or misinterpretation has been made, or you are unable to keep to an agreement, provide 
an explanation. Always acknowledge any distress experienced by adults and children and do all you 
can to keep it to a minimum. 
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